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CHAPTER ONE 
THE PROBLEM AND DEFINITION OF TERMS USED 
Until a c<:>mpa:rativ~ly few years ago, little in the 
w~, of research had been devoted to inspection of the several 
facets of the problem of teacher-student relationships. Today 
it ;ts heartening to note the surveys, studies, reports, and 
discussions concerned with this important aspect of the 
educational systems. However, research indicates that there 
are: many areas· of the problem which still require concentrated 
I 
and diagnostic investigation. 
I. THE PROBLEM 
The purpose of the present study was to analyze 
difterenees and/or similarities between aneedotically re-
ported teacher-appraisals of student behavior in the sChool 
situation and the. student•s interpretation of tne same 
behavioral situation(s). 
II. IMPORTANCE OF THE PROBLEM 
Increasingly this eoneern of educators with the 
relationships between students and teachers has centered on 
the.analyses of adults• judgments of the personalities of 
the young child and of adolesoents. Approacking the core~; 
of this present investigation, the premise has been estab-
lished that college education should be as concerned with 
2 
I 
t~e de~elopment of the student's personality as it is in 
' I 
: i . 
the important imparting of curricula course content. Opin-
ion is generally shared by personnel workers that because 
of this responsibility on the educational institution, it 
might well seem imperative that faculty appraisal of student 
behavior be based upon a sincere attempt at insight and 
understanding of such acts of behaving.. This thesis is 
particularly concerned with the behavior of a college 
population as observed and reported by faculty members 
· within their campus confines. 
For some time the general problem has been of par• 
tieular interest to student personnel staffs .• Bo~ever, . 
the issue has been clouded by lack of research in this area. 
There is evidence in the 11 terature of lack of such infor-
mation on the part of many elementary and secondary school 
teachers. The "Review of the Li tareture" chapter will 
present indication of these findings. However, from these 
readings, and as a result of many discussions With student 
personnel workers, the researcher has discovered inadequate 
information concerning the inclinations and abilities of 
college teachers to recognize, describe, and. evaluate student 
behavior. It is the opinion of many expert~ that some such 
study should have been conducted in teacher-training insti-
tutions where-development of personality shoUld be of 
primary importance. 
3 
During the early stages of consideration of this 
pr~sentation the researcher eondu~an informal survey of 
approximately thirty student personnel workers as to the 
need for such a study. It was then decided, after consul-
tation with several leaders in the field, that it might be 
decisively helpful to determine on a national seale the 
estimated need f.or such an investigation. The same ques-. 
tionnaire was later forwarded to three hundred officially 
listed members of the Student Personnel Association for 
Teacher Education. Although the questionnaire and the 
survey findings are to be reported and discussed in 
Ch~pter Three, further justification as to the need for 
th~s present study is now offered through the presentation 
of a few o:r the.types of replies. 
Eight of , the questionnaires did not reach the 
addressees for a variety of· reasons. Two hundred twenty 
of the remaining two hundred ninety-two: replied. 
With an accompanying letter of descriptive explanation, 
a questionnaire requested that they answer certain questions 
concerning the inclinations and abilities of college professors 
to recognize, describe, and evaluate types of student behavior. 
Two hundred two felt "... that this is a problem which is 
s~fficiently evident at the college level to justify analy-
zation of certain of 1 ts aspects". One hUn.dred ninety indi-
cated that it would be ". • • worthwhile to attempt a study of 
"4 
the similarities and/or differences between appraisals by 
! I ' co~lege professors of students' behavior and the studentst 
interpretation of the same behavioral situation." · Twenty 
I 
i 
wel"e nun certain•~ • Ten said, nNo. n 
Listed below are quotations from some of the many 
"ppsitivett replies. More than three-fourths of the two 
hundred and twenty returned additional correspondence, or 
added comments on the return-addressed answer card on which 
thry needed onlt to check their choice of answers, and sign 
their names. 
i I feel very strongly that inadequate information 
·exists, not only about our students in higher insti-
tutions of learning, but also about our own professors. 
The inability of the college professor to deal in-
telligently with many student problems has been with 
us for some time. Your efforts to gain a concensus 
of this is noble and I hope you have the opportunity 
,to explore it still further, and establish some 
working procedures for dealing intelligently with 
student problems. 
The area ;which you are exploring is an interesting 
i and worthwhile one. · 
, . I would be very interested in the results of such 
a study. • • • •• YouT results may have implications for 
'in-service training courses for faculty. 
The whole problem has subtle undercurrents. 
Should be interesting for in-service training 
., ·' programs. 
Teachers .colleges should lead the way since 
:personality fs most important 1 1n successful teaching. 
This ;:aettnds very interesting. You should go 
ahead and do 1 t. 
Please keep me informed~ I am very interested in 
your study. You obviously are interested in similari-
ties or differences in the peroeption of student 
behavior by students and faculty members. There may 
be rather.fundamental differences and this.is .one way 
of discovering them. 
Everyone is overly busy doing jobs that have not 
been defined in the light of existing conditions •••• 
I feel they feel incompetent to deal with_the problems 
of students; incompetent to refer students to the 
Counseling Service. • •• I think they have the po-
tentialities to recognize-problems but have never, 
used the ability. I believe they (most of them~ do 
not reeognize.the needs of students nor the satis-
factions of service to students as part of the educa-
tion of teachers. · 
. I believe that "problems of student sn are recog-
nized-and could be adequately described (by the faculty) 
in the abstract; but I feel the implications of these 
problems for individual students are not considered. {by faculty) 
Your investigation may b~ing about some desirable 
changes. I wonder how many faculty members behave in 
such ·a way as to elicit a problem to refer to the 
counselors. · · 
I hope to see something done. One thing is to be 
able to recognize such a problem when it is seen. 
Not so. much concerned with differing opinions as 
we are with your original· question, 11Are C<?lleg~ edu-
cators sufficiently conc.erned with 'understanding 
personalities or students?". 
I believe that college educators are sufficiently 
coneerned,with understanding the personalities of 
their students BUT THEY DON'T KNOW HOW. They have had 
little or no training in this area. They aren 1 t keen 
about taking "lessons" from us. I think the problem 
is not one of_"concern11 , but of what can the faculty 
mem'J:)er do after be is concerned. 
:I_can best answer your questions by one illustra-
tion. · Last year in a certain institution six people 
spoke on what they consdldered to be good teaching. 
None of them mentioned what to me are the two· most 
impQrtant ~hings, loving your j.ob and being willing 
i 
;to know the students. If six distinguished professors 
:didn't recognize these two things, I think you ha~e 
'the answer. · 
. I am very mach interested in the subject of your 
'study. Since leaving the secondary level, I have 
,been fascinated by the failure of' the majority of my 
~colleagues in the liberal arts colleges I have taught 
iirl to be cognizant of .the "individualtt student. . 
Seldom have I experienced a professor considering 
'anything but It a studenttt and how much or how little 
:this student knew about English, history, mathematics, 
'etc. 1 rather than nwy" this student knew so much or 
so ll.ttle. • 
: The problem is not similarities and/or differences 
!but that most professors don't appraise anx behavior 
:except test o;r examination performances. 
6 
i 
I 
I 
Through e~erience gained from several years of stu-
de*t personnel work at the college level, after many con-
fe:J\oences with approximately fifty members of the faculties 
I 
of other institutions of highel' le arilin.g, and from an 
in~ensive, though disappointing, review of the research, 
th~ researcher submits that there are evidenced wide 
differences of staff opinions as to the incidents, causes 
an4l results of an occur.renae of student behavior • 
.An inforlJial perusal of briefs of the circumstances 
discovered in four actual ease situations might also point 
I 
out a need for an investigation of the differences and 
! • 
silni.lari ties between teacher interpretations of. students·' 
behavior and the interpretative reports submitted b,y the. 
students concerned, or as disclosed through other sources. 
One cellege pro:f'essor stat.ed that tor several days 
he had observed,an apparently rumpled, sullen, lethargic 
7 
young man slumped in a seat before him. It might be felt 
that he interpreted this picture tlu'ough his own personal 
calilera;' and the result was a snapshot rather than a "moving 
picture11 • The print perhaps was colored by his mood, his 
frame of' reference of the day. The professor became very 
·irritated with the student's behavior and called him to 
task in the presence of his companions at the close of'. the 
class period. He inf'o~ed him that he had never observed 
a less likely potential far college graduation; and that if 
he did not act differently he would be expelled from this 
particular class. The young man became angry, and said 
that such action was immaterial to him. He stalked out of 
the room. Another instructor viewed this young man in 
question through a different lens. Although he had defi-
nitely observed the same appearance of sullenness and 
lethargy', he considered thetn as being symptoms of a possible 
personal problem. He discovered through a requested con-
ference with a counselor who had had many contacts with the 
student, that he had left his home because of' constant dis-
agreement with his alcoholic father; and for the past three 
weeks had been working in a local factory from midnight 
until just before his first morning class. His dirty clothes 
were piled in thecloset of his room until he could save 
enough m~ney to ttget aheadu on his room rent and food costs. 
The college at this point was obtaining financial aid and a 
8 
loan for the student. Two days prior to the above mentioned 
' observation, hiE~. sister had called him informing him that 
I 
i 
his mother was critically ill, and desperately wanted her 
son to live at home. The second professor in this report 
' ' 
' 
called the stud~nt ~to a private office saying that al-
! 
thbugh he c011ld not condone such classroom behavior, he 
wondered if there might not be something troubling the lad. 
Could he help in any way? The boy told him of his situation, 
burst into tears, and begged tor help in solving his dilemma. 
According to the findings of several writers in 
areas of psychology, sociology, and student personnel work, 
' I 
as! reported in the "Review of the Literature" herein, ob-
setver opinions seem often to be based on little more than 
speculations. However, it seems logical to assume that the 
student may be branded by such assumption even to the point 
of, dismissal from an institution. Professor ntJJnber one 
approached the Dean of Men demanding that the student be 
taken from his class. This instructor also submitted a 
letter requesting that other disciplinary action be taken. 
A professor at a large university engaged in the 
training of counselors, agreeing with the problem stated in 
this study, described the following oiassroom situation; 
A graduate student seemed to be paying no attention 
toi his lectures; appeared completely uninterested, and 
u ••• had a look on his f'ace that spelled out a feeling of 
scorn f'or ••• u the instructor. This teacher recalled that 
i 9 
ht fel{ like asking the fellow to leave each class, How-
eyer, i.e discovered to his surprise that "A" work was done 
I 
on ex~nations. From closer observation and questioning 
he fou.D.d that "love had set intt, and that the ;}Uung lady 
who was the cause of all this apparent lack of attention 
in class, had refused all advances. Only at these times 
could ~e student see her at close range. 
d. B., a college senior, had had no offer of a job 
at the end of the school year. His academic record was 
satisfactory, and employers were impressed during inter-
~iews. On record, however, were several letters requested 
by the institution, from a sampling of his teachers con-
cerning his personality potential for this particular type 
of position. One-half of the correspondence indicated 
positive recommendation. It was discovered that the nega-
tive ~eplies came from instructors who later stated that 
they were basing their opinions on observations of J.•s 
behavior in the classroom. The positive replies were sub-
mitted by faculty members who had_closer, more casual, 
relations with the student outside the classroom. Several 
described some of the same type of observations as were 
indicated in the critical letters. However, they pointed 
~ut ¢reme: improvement over the four years; or suggested 
I i . 
~hat ~ueh ~ctions were actually minor When one really knew 
/the ~ung man. 
1 10 i . 
: ~ college administrator was heard opening an inter-
viJw session with a student referred to him because of 
I 
ap~arent arrogance about the campus with, "What is wrong 
wi-$ you, Dick? Everyone hates you now • 11 One might ques-
tion whether a student would then discuss personal problems 
if he had been greeted in such a manner. After breald ng 
through his defense with a permissive counseling appro·aeh, 
it was quite definitely asserted that the appearance of 
ar~oganae was a ·:futile atte111pt to cover a very real feeling 
o~ ,lack of personal worth, insecurity, and frustration. 
D19k, an only son, was tighting his desire to establish 
his independence from a very domineering mothe~. His 
! 
ocaapational horizons and pl$ns were most ha~; and he was 
' 
uaaertain that he shou.ld be in a teachers college. Be once 
said, "What IS wrong with me, sir? I'm just no good! 
Mr. • • • • • told me so. I guess froDl the looks of things he 
is right. You interpreted rrt9' test scores to indicate that 
I Should be getting 'ood grades. Why don't I do it then? 
What am I good for? Should I join the air force and get 
away- from it all? Mqbe if I am so immature that would help 
me to grE>w U)Jl. n 
I ~~~ researcher has observed, and colleagues have 
re~orte~, many more examples of what might be termed, 
nparti~ perspieac;ttyn evidenced in some faculty interpre-
ta~ions. :e:r siludent behavior at the college J.evel. Should 
co~lege professors understand more fully that some of their 
11 
I 
dbservations of human actions in the classroom may be from 
a frame of reference which differs decidedly from that of 
the doer? How to determine and to point up these possible 
discrepancies was a question difficult to answer. 
Faith is no longer placed in certain once accepted 
doctrines. People with high foreheads are not now con-
sidered to be necessarily more intelligent than those with 
less face between brow..and crown lines. Most no longer 
believe, but still recite, that Santa Claus must be jolly 
because he is portrayed as being obese. A majority do not 
accept the fact that instruments used in the pseudo-science 
of Phrenology really do measure our strengths and weaknesses 
from the 11 bumps 11 on our heads. Yet, one may.· indiscrimi-
,. 
nately state that a Miss Smith " ••• could make out in her 
studies if only she would work harder"; or " ••• if she could 
just get interested in the subject matter". Exactly what 
is definitely known of her intelligence, aptitudes, abilities, 
her objectives? What are her problems? Are they educa-
tional, emotional, social, and/or otherwise? To what degree 
does an interpretation of such attributes and of her apparent 
behavior correlate with the actual facts? How even-sighted is 
the trichotomy if the relation between the facts, the pro-
fessor's observation of such, and Miss Smith's interpreta-
tion of the situation could be validly correlated? 
Teachers have been accused of looking back upon their 
own school experiences and partially predicating their 
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present educational philosophies upon an assumption that 
the col~ege student has matured to the stage wherein he 
has no individualized problems. Although the researcher 
has listened to speakers assert such opinions, it is diffi-
cult to professionally postulate the hierarchial·proposftion 
that too many institutions of higher learning still offer 
and require curricula content without "living ob~eetiv·es" 
in min~ as a core; without the personality needs of indi-
viduals; in mind. Is there still in existence a system of 
evaluating performance primarily on the ability to assimilate 
factual data? Can such per.for,wmee be wholly separated from 
the frame of reference of the personalities involved? 
Prosserl/ speaking before the dele.gates to· the 
meeting of the Consulting Committee on Vocational Education 
I 
in the Years Ahead, at Washington, D.c., May 31 and June l, 
191+5', indicated the Rtjob of livingu as being our biggest, 
most difficult, and most important job in the wo~ld. Al-
though concerned with a different educational level, his 
t~eatise seemed quite applicable to this study of college 
concern. He wrote that those responsible far an apprentice-
ship in any occupational category must analyze the area so 
to determine what should be offered as training. He .felt ' 
lL c. A. Prosser. Excerpts .from Report to the Dele-
gates to the meeting of the uconsul ting Committee on Voca-
tional Education in the Years Ahead",_ Washington.%. May 31--
June 1, 19~5'. School Life, 29: 16-1~, March l9~y. 
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that the selection of new studies far the secondary school 
I 
cll.rricula should be approached in the same manner. As in 
any job, the requirements, the demands on the apprentices 
are also capable of analyzation. One must in part sub-
stitute tradition and study these demands. 
If it should be a fact that as yet many colleges 
have not decided what subjects and subject matter may 
fUnction for the greatest self-development of the indi-
vidual, perhaps it is unjust to presume that a faculty 
should be able to recognize and evaluate patterns of 
student behavior as observed within this type of curricula 
framework. 
Most agree that Old Oaken Bucket delusions are not 
valid. College youth are individuals. To some varying 
degrees they are dependent individuals. It is known that 
they do have problems. The author in question described 
students as ttapprenticesn. What are the problems they 
face during this apprenticeship? It is not the purpos~ of 
this investigator to attempt an evaluation of college 
professors• capabilities as to valid recognition and 
diagnosis of these problems as they see them in form of 
overt behavior in the classroom. ·However, what might be 
an introductory approach, an attempt to discover whether 
or not an inadequacy exists in the evaluation of behavior 
as a means toward more maximum understanding of college 
students by the faculty concerned? 
llf. 
The literature is replete with evidence of the need 
for' teachers who more effectively understand human growth 
and behavior patterns. A large portion of these studies 
are in the area of Human Relations. Many deal with incident 
reporting. Baxter•s2/ approach to relationships in the 
.clapsroom centers on the desirability of socially cooperative 
i 
living within the classroom. Ree~/ in his study which is 
I 
to :be further reviewed in Chapter Two, wrote that it is most 
important to investigate teachers• attitudes toward them-
I 
seJ,ves, others, and the situations in which they f'i~~ 
themselves. This, he felt, should definitely be related to 
their teaching efficiency. He stated, "Teachers often have 
deep-rooted habits that get in the way of achieving their 
goais. tdl . In his investigative report' Reed quoted Prescott 
as having written, "For example, the habit of judging pupil 
behavior in terms of its effects on the accomplishment of' 
teacher's own purposes f'or the child, or far the group, 
interferes with understanding the child; so does the habit 
~/ B. Baxter. Teacher-Pupil Relationships, 
Mae~llan Co., New York, 19~2 • 
.3/ Harold J. Reed. An Investigation of the Relation-
shtps Between Teaching Effectiveness and the Teachers' Atti-
tude of Acceptance, Journal of Experimental Education, 
Vo;:t.. XXI, Number lf.1 Dembar Publications, Inc., Madison 3, Wisconsin, June, 1~53· 
lf./ 8 
- Ibid., pp.27 • 
-~-----
of judgi¥g pupil behavior on the basis of the teacher's 
' ' 
per~onal prejudices and cultural values. ••..2/ 
Prescott's intensive study will be reviewed more 
thoroughly in Chapter Two, and will be offered as one of' 
the, investigations Which have a few core hypotheses in 
eomtnon with this thesis. It points out a need for this 
! 
pre~ent study and indicates a direction which research is 
beginning to take in this problem field. However, it is 
not: of' gr~atest importance to the researcher• s investiga-
tiqn in that the investigative approaches differ, and it 
i ' 
has dealt with pupils and teachers at the elementary school 
le"V'el. In none of the literature can the writer discover 
sc~utinized and examined concern about this problem at the 
college level. 
The dynamics of' the world today with its diurnal 
impacts on society, are called to our attention by Snygg 
and Combs.~/ These conditions demand that teachers of' our 
ena have particularized abilities and inner professional 
desires if' they are to understand youth in their schools 
to ef'f'eetively aid them to solve their problems. 
I 
! !i/ Daniel A. Prescott. Helping Teachers Understand 
Childr~, (Prepared for Commission on Teacher Education, 
Di~sio~ on Child Development and Teacher Personnel) 
Am$ricail Council on Education, Washington, D.6., l9lf5', pp. 21~ 
I I • 
I !I D. Snygg and A. w. Combs. Individual Behayior, 
Harper and Brothers, New York, 1949. 
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i 
jAgai~, although employed in a frame of reference 
differing from this investigation, the following quotation· 
from Reed's inquiry of 1953 clearly states a few of the 
issues,raised in 194-9 by the researcher, and which served 
as one•of the assumptions that, in the opinion of several 
university officials, justified this present study. 
It would1 therefore, seem necessary, if teachers 
are to provide a good learning situation, that they 
understand the student's behavior and be able to 
accept it. They must appreciate that the student 
lives in a different perceptual world and that that 
world is amenable to change. Good behavior and good 
grades may be the goal of the elementary child, but 
they may be a disgrace to the high school student. 
The teacher who can understand and accept the 
student's concept of himself has already contributed 
much to the learner's learning by providing an a,c-
cepting environment in which the learner feel~ worth-
while and in which he will, therefore, be more eager 
to assume the responsibility for his own learning. 2/ 
While the educators' philosophy and attitudes 
toward students relative to their right to make 
their own decisions have often been divided; there 
has been comparative agreement among psychologists, 
curriculum makers, and methods workers that the 
students' interests should be considered first, and 
that teaching should be at the students' level. 
However, the privilege of evaluating the teachers' 
work has been largely reserved by the adult. Only 
recently has student judgment been considered a 
reliable criterion measure. There is often an 
element of threat to the authority figure fu~ the 
matter of student evaluation which is seldom ex-
plored. A consideration of this problem usually 
revolves instead around the maturity of the student 
and whether his judgment can be trusted. It would 
seem to be consistent with our growing knowledge 
and appreciation of the individual's ability at 
all ages to evaluate his own environment in terms 
2/ Reed, Op. cit., p. 14-. 
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of wh~t stimulates him positively and negatively that 
the ihdividual should also share in the planning and 
execution of the educational process. The executive 
authority in any social institution has been dele-
gated to a few for efficient operation but in research, 
~t least, consider,tion might well be given to the 
~tudent•s values~ 
Buswell,~/ in her analysis of social acceptability . 
' 
of children at two different grade levels presented related 
I 
res~ardh by Moreno101 which showed that more accurate 
infOrmation about peer acceptance is obtained from Children 
the~elves than from teacher judgments. Buswell then asked 
if teachers, who should know their pupils well, cannot 
i 
-acc$rately observe group social structures, is there not 
shown a ~eed for more reliable judgment? 
After several years of research and discussion with 
. -
eolieagues and others in the field of higher education, this 
researcher was overwhelmed with the far-reaching, seemingly 
unensting boundaries concerned with the selected problem 
I 
forlstudy. It was a consensus of opinion that more and 
more edueators must draw upon other disciplines, as previously 
Jj/ ~-' p. 288 
9.1 M. M. Buswell. t1The Relationship Between the Social 
Structure of the Classroom and the Academie Success of the 
Pupils", Vel. XXII Number 1, The Journal of Experimental 
Education, Dembar Publications, Inc., Madison 3, Wisconsin, 
September, 1953, P• 37· 
.lQ/ J. L. Moreno, Who Shall Survive? Washington D.C.: 
Nervous and Mental Disease Publishing Co., 193q., p. lf-37. 
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indio ed, if they are to find answers to many of the most 
s.erio problems faced in education today. It was agreed 
that basically the troubles of the world are cultural prob-
lems. The movement termed as an "inter-disciplinary 
approachn, now strongly.a.f'oot in America, is one attempt to 
understand the difficulties being observed in education. 
Sociologists and psychologists are delving·into community 
structures. 
This $tudy could not attempt to investigate the 
various frameworks of this cineramic composition. Quite 
conceivably it could investigate only a comparatively 
minute sampling of the gigantic expanse of Human Relations. 
It was because of interest in this problem area that 
the desire to construct this present study was crystalized 
by the reading of the draft of a speech made by Carl R. 
Roger~/ in 19~9. Roger~/ incorporated these concepts 
for a new theory of personality dynamics within his text 
published in 1951. 
Following chronologically the recent theories of 
Aiigyal, Maslow, Mowrer, Klttckhohn, Leaky, and Masserman, 
ll/ c. R. Rogers. A Comprehensive Theory of 
Personalitz and Behavior, A Privately Circulated Draft, 
19li'9 •. 
12/ c. R. Rogers. Client-Centered Theraw, 
Houghton-Mifflin Co., Boston, 1951. · 
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Rogers• propositions differ from their offerings to a con-
siderable degree. None of their works are particularly 
r$lated to the basics of this thesis; other than partial 
assistance from Mowrer and Kluckhobn • s ttDynamics Theory" .1.31 
I 
Rogers presented a behavior theory and offered his 
i4eas as a series of twelve propositions in the first draft. 
(Nineteen propositions are offered in the published text.) 
The researcher's study was related to his "Proposition I", 
and much affeoted by a section of "Proposition VP•, as 
p~esented in the unpublished document. 
His ttProposition I": Eyery individual exists in the 
c§!nter of a private world of experience. This "private 
world'1 may be called the u phenomenal field" or the u per-
ceptual f'ieldu. It includes all that is experienced 
organically. Many of our perceptions, however, are not 
experienced consciously. Yet if connected with satisf'ac-
, 
' -
t~on of a need, we can bring them into focus. Only the 
person involved can know how this experience was perceived. 
Rogers• "Proposition VItt; the best yantage point for under-
standing behayior is from the tnterna1 f'rgme of reference 
of the 3.nd;tyidual himself. Of 'What does nbehaviorn consist? 
The author indicate~ that behavior is made up of reactions 
to events, situations, and the like, as perceived by the 
individual concerned • 
.l3.1 0. H. Mowrer and Clyde Kluckhobn. uDynamic Theory 
of Personalityn, Personality and Behavior Disorders, Hunt, 
Vol. I, Chapter III, Ronald Press, New York, 1944. 
--- --
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~he researcher listened to a panel member for a 
college group within a United Nations Educational, Social 
an~ Cultural Organization plead with a high school audience 
not to judge nor to accept at face value other judgments 
I 
of,his West African negro people on the basis of' their 
interpretation of the cust<»ns of his countryman, on "our" 
ideas of their likes, dislikes, and behavior patterns. Be 
asked, ttHow can you interpret and understand us Witb.out 
re~ly lmowing us?" 
Can college professors interpret and und•rstand the 
behavior patterns of college students without really lmoWing 
th~m? Bow does an individual assimilate and realize another 
pers~n's "frame of' reference"? Boger~/ feels that we can 
moat reliably learn it only through .eommnnication with him; 
that observation is a less accurate method of' understanding 
sueh a personally nebuleus aspect of life. He also indi-
cated that the more the individual's perception approaches 
the state of' his consciousness the more he can picture them 
' . 
to: himself' and to another. The more he can freely express 
himself', the less is the need tor defense; _and, thereto~e, 
the more satisfying can be his description of the field of 
hi$ perception. 
Although throtigh client-centered therapy it is possible 
to. discover only a portion at tbe student's field or perception, 
llt-/ Rogers. Op. cit. 
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dynamic results were reported as being evidenced through 
I 
the use of such a technique. Rogers further believed that 
such a method of procedure most closely approached the 
real laws of human behavior. These assumptions will be 
described more rully in Chapter Two. 
As needed research in the area, Rogers suggested 
several practical, but untried methods for attempting to 
illustrate such an hypothesis. One suggestion referred to 
a comparison of items of behavior as reported and inter-
preted in a mental hygiene clinic. Such might conceivably 
consist of an analysis of the detailed case reports from 
clinicians as compared with clients• interpretations of 
these data. 
In their conclusions concerned with the theory and 
practices in counseling Pepinsky and Pepins~/ in 19~ 
reported that nself-theoryu has changed little in past 
years. They felt that, although Rogers and his associates 
had made tremendous researCh strides in the area, the 
propositions were not yet capable of exacting experiment 
and objectivity. More research and experimentation were 
I 
necessa;ry. 
If conclusions based on research findings were 
founded, on solid assumptions, where should a frame of 
1.21 Harold B. and Pauline N. Pepinsky. Counselin~ 
Theory and Practice, The Ronald Press Co., New York, 195 • 
--- ---
22 
reference be obtained for such a study at the college level? 
Seemingly, the literature could offer no completed research 
in this vein which employed the proposed approach. None had 
been attempted, even within a different frame of attack, 
wi~hin the level of higher education. Although several 
investigators within the different ''ologies" had indicated 
a need for additional knowledge with relation to interpreta-
, 
tions of behavior, none had attempted nor outlined a method. 
Beqause of the need indications, and because of an extreme 
interest in the dynamics of the behavior of college students, 
th~ researcher found two of Rogers' 161 original propositions 
to ~be most thought-provoking. These two proposals for needed 
research served as the basic spark for this study. 
Reference to the literature concerned with the under-
standing of human behavior substantiates the need for many 
different approaches to the analysis of teachers' under-
standing and reporting of student behavior. It seemed 
ir~ational to assume that one study might fully cover even 
a sub-division of this entire area for investigation ••• 
"the understanding and reporting of student behavior by 
college professorsn. Therefore, after discussions with 
workers in the field of psychology and student personnel, 
l6/ Rogers. Op.cit., P• 13. 
--
·--
the,researcher elected to base his approach on the two 
' I 
afotementioned propositions offered by Rogers. 
III. DEFINI'.l!ION OF TERMS USED 
A. The Anecdotal Report 
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The form was to consist of the following predetermined 
divisions: 
1. Name of student 
2. Time, date and place 
3. Description of the situation 
~. Professor's interpretation of the.incident(s) 
5. Recommendation(s) by the faculty member 
6. Name of professor reporting 
The actual form has been reproduced on page 377. 
Development of the content is described in Chapter Three. 
A r~view of the research concerned with criteria for ae-
1 
ceptable anecdotal reporting is included in Chapter Two. 
i 
i 
B. !Interpretation, Content, Feeling 
:As previously specified, portions of the data far analy-
zation were to be procured from those students involved 
during client-centered discussion of their reactions to and 
visualization of' the reported behavioral incidents. Having 
decided upon connselor use of the permissive approaah, 
def~nite client-centered counseling categories were decided 
upon to provide primary elements of' reference tar the 
- I - --
determin~tion and description of differences and/or 
similarities between faculty and student appraisal of the 
stuAent 1s behavior. 
The counseling categoriz~tions of Arbuckle,lZI, 18/ 
Rcg~rs ,1.21 Snyder ,2lll and Vargas ;gJ./ among several others, 
were considered as basic references tor applicable portions 
of this study. Inasmuch as the researcher, through graduate 
studies aad several years of professional·praetice, was most 
familiar with the classifications propounded by Snyder, 
three of his primary denotations were adopted to form the 
strqcture of a portion of the research. 
"Interpretation .. , according to. Snyder, was found in 
coun.selor responses indicating causal. relat:fonships, or 
those which responded to feelings which had not at the 
time. been expressed by the client. These statements often 
were indications of counselor interjection of his ow.a 
diagnosis of the particular problem. 
. · : 12/ D. S. Arbuckle. Teache~ Counseling, Addison-
Wesley Press, Cambridge, Mass., 19 0. 
1§/ D. S. Arbuokl.e. St dent Personna Se ices n 
Higher Education, McGraw-Hill Book Co., New York, 19 3. 
1,2/ . .·. . . . . . " 
· . Rogers. Op. cit., p. 13. 
J ~. W. u. Snyder. Casebook of Non~Directive Counseling, 
HougJ11ton tifflin Co., Boston, 194'7, · PP• 337-9 • 
l Z!/ M. J. Vargas. "Changes in Self-Awareness during 
Clie·t-ce .. ~ered Therapy"~ PsychotherapY and Personality 
Chan¢e, Edited by c. R • .ttogers and R. F. Dymond, The 
Univ~rsity of Chieago Press, Chicago, 1955, pp. 145-166. 
1 "Client-content categoriesn were classified into 
types Juch as ttproblem", 1'ask1ng for informationn, ndis-
agreement", "answering questions", ttagreement", "insight11 , 
and "planning". 
ttPositive attitudes'', "negative attitudes", and 
ttambivalent attitudes" were the types to be scrutinized 
uu.der '"Client-feeling categories". 
Because this researcher had decided upon a client-
centered counseling approach in his active part in the 
collection of the research data these categories were to be 
his guideposts in conjunction with the counselor categories 
of "Restatement of Contentn and "Clarification of Feelingn. 
IV. SCOPE AND LIMITATIONS OF THE PROBLEM 
A college situated in a New England industrial city 
of approximately 8o,ooo, with typical divisions of socio-
logical and financial strata, was the research laboratory 
chpsen for this study. With the primary objective that of 
training teachers, this institution of higher learning was 
tully accredited by The American Association of Colleges 
for Teacher Education, and the New England Associ·ation of 
Colleges and Secondary Schools. It also held membership in 
the New England Teacher Preparation Association, the Eastern 
States Association of Professional Schools for Teachers, 
and the American Council on Education. 
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The case data for this study were collected from 
l9?P through 1953. The uniformity of population available 
for this research was not appreciably affected, therefore, 
by the influx of veterans between 1946 through 19~9, nor by 
the,noticeably increasing demand in 19~ for graduates pre-
' par~d to teach in the secondary schools. Also during these 
critical years the numbers of men and women students in 
attendance held at a comparatively steady fifty-fifty ratio~ 
The principal purpose of the college was to train 
elementary and high school teachers far service in the 
public schools through a four-year program leading to the 
Bac~elor of Science degree in eleven major and several 
mindr curricula areas. It also provided a two-year program 
of general education, leading t·o the Associate in Science 
degree, two-year programs in Accounting and in Secretarial 
- Sci epee, and a Nurses • Education program in cooperation with 
one of the local hospitals. 
Applicants for admission were selected on the basis 
of established criteria. Rank in graduating class, prin-
cipal's recommendation, and scores on tests of intelligence, 
read~ng ability, and retention of high school content were 
basi~s. During an interview with faculty members academic 
i . 
and extra-curricula interests and experiences, speech, 
appearance and other personality potentials, and reasons 
for ~esiring to teach were among the considered factors. 
An admissions committee studied and weighed each composite 
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application picture far purposes of selection or rejection. 
I 
Graduates of accredited institutions of higher edu~ 
cat~on who w.ished to qualify far teacher certification 
might be selected for admission into one of two special 
programs upon meeting all of the general admission require-
, 
ments, including entrance examinations, and upon presenta-
, 
tion of transcripts of work successfully completed in 
other institutions. 
Students submitted applications for admission to the 
program of professional teacher education during the secona 
term of their Sophomore year. These were reviewed by the 
Commdttee on Admissions and Student Standing. The names of 
apprpved students were then forwarded by the Committee to 
the departments of instruction selected by the students for 
majo~ and minor specialization. After approval had been 
gran~ed by the Committee and the departments concerned, 
students were officially accepted into professional training. 
Essentially a commuters• college, about four hundred 
of the matriculated students were in residence. The majority 
I 
commuted from within the city and from communities within 
a radius of forty miles. Between seventy and eighty high 
schools and preparatory schools throughout the state were 
represented in the student body. On the yearly average 
fortr students indicate home addresses in other states, and 
from five to ten as being outside the country. 
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Distribution as to race, religion, and nationality 
was ifound to be comparable to that in many other New 
I 
Eng~and colleges. 
Students at the College preparing to become elemen-
tar1 teachers spent two terms in the laboratory sanools 
during their junior and senior years, observing teaching· 
praetices and participating in preliminar,r and responsible 
student teaching. In this program, no supervising teacher 
was, assigned more than two student teachers during a given 
quarter. Each student must do acceptable work in the 
laboratory schools in order to become eligible for graduation. 
Students preparing to become teachers .in secondary 
schools followed a similar program of training in super-
vised student teaching in junior and senior high schools 
t~oughout the state. 
The laboratory senools division of the teaching and 
a~nistrative staff numbered forty-eight. On the campus 
faculty there were seventy-three men and twenty-seven women. 
At'the time of this writing forty of the latter staff 
members had doctorate degrees and sixty, masters degrees. 
There were fifteen Full Professors, eighteen Associate 
Prbfessors, fifty Assistant Professors, and seventeen 
I 
Instructors. 
Basic requirements for the rank of Assistant 
Professor included a masters degree plus at least eight 
years of teaching experience. The Associate Professorship 
de~ded the doctorate degree and at least ten years of 
expe:tfience. 
I 
1 
It was resolved that the ~stitution·of higher 
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i . : 
lear~ng selected to serve as the laboratory for the study 
! 
shou~d be known to be especially :student-minded as to its 
acad$mic and administrative policies, and student partici-
' pati~n in its various programs. It was felt that if the 
! 
data!were compiled in such a research location, and should 
this study indicate major discrepancies between faculty and 
I 
' 
stud~nt interpretations of student behavior, then implica-
i . 
tionf for the future training of college teachers might be 
cons~dered important. Such results would be more significant, 
I 
it was decided, than had the study been conducted in a 
' college or university wherein th~ atmosphere and adminis-
trative policy were less nstudent-minded". 
A jury consisting of indiViduals active in the fields 
I 
of p~ychology and of student personnel work evaluated the 
college as to services and offerings indicative of its 
i 
stud~nt-mindedness. They fwnd, among other evaluative 
critsria, that the American Association of Colleges for 
Teacher Education had rated as ttexcellenttt the Student 
Perspnnel Services (Standard II)~ They noted that a 
Studbnt Personnel Committee was actively concerned with the 
I 
! 
welf~e of the student body. Students vied for membership 
on the committee where they found equal voice and voting 
privileges with the faculty members. There was an in-service 
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trai~ng program for faculty advisers and student leaders 
of the some forty student clubs and organizations. A 
"Faeul ty Advisers 1 Handbook" had been prepared by students 
and faculty, through the office of the Director of Student 
i Personnel. Students served on all faculty committees with 
the exception of those concerned with such policies as 
faculty teaChing loads, and faculty salaries and promotions. 
Undergraduates campaigned for membership on the committee 
of their choice. There was offered an undergraduate 
academic minor in "Guidance and Psychologyn requiring 
"Tests and Measurementsn, a trichotomy of basic psychology 
courses, three courses in the :field o£ Guidance, and three 
advanced psychology courses. Also required in this minor 
was an apprenticeship period in connection with the 
student's tJResponsible Student Teaehing" assignment. The 
"stu<I.ent-taeulty government association" was rated as an 
exceptionally well-organized, powerf'ul, almost entirely 
' 
stud~nt-controlled council. Within this council were found 
the many student committees which guided the extra-curricula 
lives of the student body, as well as handling the several 
thousands of dollars paid each year into the Student 
Activity Fund. Club and class faculty advisers were elected 
by the students. 
The services offered to those selected for entry into 
the college were found to be additionally indicative of the 
student-mindedness o£ the institution. During the summer, 
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the student-to-be received correspondence from the Diredtor 
of Admissions, his respective Dean, the Director of Student 
Personnel, and from his Student Counselor. Each was 
assigned to a Junior Counselor and to a Faculty Adviser 
from the department of his stated major academic interest, 
' ' 
and was so advised. He was contacted by his Junior Coun-
selor and arrangements were made for meeting on the first 
day qf' Freshman Week in September. The new student was 
contacted again during the summer by the Director of 
I 
Stud~nt Personnel and provided a program and res~ of 
what :to expect upon arrival. Copies ot the Pre-orientation 
Program, and the Student Handbook were included in this 
correspondence. In September he was met by his student 
counselor who accompanied him to •eatings, conferences, 
and ~ocial events especially planned for the group. 
Conferences were held by advisers and counselors to discuss 
"Wha~ College Should Meann and 11Registration Procedures". 
He was aided by his student counselor through .his f'irst 
I 
experience in registration for college classes. From one 
-to e:Lght advisees were assigned to each of the carefully 
chosan corps of' counselors. The Counselors had attended a 
series of in-service training eonf'erences with their own 
grouP,, and joint meetings with the faculty advisers. 
I 
! Faculty Advisers continued in an advisory capacity 
throughoutl the tour years ot the student 1 s college life. 
The Student Counselors, guiding their advisees through the 
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Freshman year, executed anecdotal reports during the year 
as to academic, social, and personal progress and adjust-
ment. These observations were carefully screened and 
disc~ssed by advisers and personnel specialists on the starr. 
A course, tt:tntroduction to College Lit en, was re-
quir~d of all freshmen. Upperclassmen participated in a 
majority of the programs to present a more experienced 
peer, viewpoint in conjunction wit~ that of faculty par-
ticipants. 
The program of counseling, testing, and other 
guidance services within the Student Personnel Division, 
as o~tlined under Standard II of the evaluation form of 
the American Association of Colleges for Teacher Education, 
had been included in the rating of "excellentn. 
Veterans studying under one of the nG.I. Bills", 
and :those students affected by the draft were aided by a 
' 
special counselor and an office staff member. 
It was felt by the consultants that the college 
bei~g described, offering these and other student personnel 
services, did meet the criteria desired for such a research 
laboratory. 
The potential importance of the study was increased, 
they felt, by the fact that only those cases were to be in-
cluded wherein the student concerned voluntarily initiated 
the description and discussion of the behavior incident(s). 
Furthermore, this analysis was to incorporate such reports 
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only if it seemed evident that the student was unaware that 
a faculty member had informed, or planned to inform, the 
coun$elor of the situation. Although such delimitations 
would add considerably to the time required for obtaining 
the ¢ase studies, they agreed that such methods would aid 
in objectifying the results obtained and reported. 
V. CONCLUDING STATEMENTS 
Should the stu~ point up discrepancies between 
' 
teacher and student interpretations of the students' be-
haviqr, a need for reconciliation might well be evidenced 
if teacher-training programs were to best prepare their 
students for their chosen profession. The study would be 
justified in the fact of demonstrating how certain approved 
rese~ch procedures were organized to partially reveal the 
possible need for a different and more intensive in-service 
training for college staffs, changes in course requirements 
for teacher-trainees, and student counseling with respect 
to the understanding of student behavior. 
Because of this tentative assumption that college 
' . 
teachers' interpretations of student behavior tend to stem 
from their, the external, frame of reference, and not in 
gener~l from the personal thoughts and feelings of the doer, 
it was decided to attempt the study. It was hoped that this 
analyzation of the similarities and differences between 
teacher-appraisals and student-interpretations of the 
stud~ts 1 behavior might point out a need for a thorough 
i 
study of trSining programs for teachers in institutions of 
I 
I 
high~r learning. 
CHAPTER TWO 
REVIEW OF THE LITERATURE 
For all pragmatical purposes, profitable investiga~ 
tions: as to analyses of college teachers' inte+'pretation of 
students' behavior "liD not exist. As far as the researcher 
has been able to divulge from a critical examination of' the 
literature, there have been no published stud.ie s made of' 
the differences and/or similarities between anecdotically 
reported teacher-appraisals of student behavior in the 
coll~ge situation and the student's interpretation of his 
own behavior. There have been investigations concerned 
with the understanding of' human behavior. More specifi-
cally there have been studies of teachers' understanding 
of' children conducted on the elementary and secondary 
levels. Although the results of these investigations and 
reports will not enlarge upon the designated objectives of 
this particular study, affiliated benefits may ensue from 
a re~iew of some of the primary precepts involved. 
Statements reported in the literature which were of 
cone~rn to this investigation will be categorized into 
seven types. The first were accounts at interpretation of 
h~ behavior in general. The second were reports of 
teacher understanding of pupil behavior, with empnasis 
placed at the elementary school level. The next two areas 
were 'particularly concerned with stu~es of behavior in the 
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high school, and the college. Some attention is given to 
research pertaining to anecdotal records and reports; tkat 
relating to problem areas of adolescents; and literature 
having implications for the use of the client-centered 
counseling techniques. 
I. GENERAL UTERPRETA~IONS OF HUMAN BEHAVIOR 
In their survey of methods of problem-solving and 
evaluation in the area of education, Barr, Davis, and 
Johnsonl/ emphasized that behavior must be observed from 
several points of view. The individual's behavior • • • • •• 
is determined by his internal state and the nature 
of the field forces. Much of the more conventional 
research would appear to ignore the situations out 
of which facts arise and.treat those taken from 
different settings as equivalent or equal. Many 
valuable truths have been established through the 
manipulation of facts out of context. Behavior, 
however, arises from a combination of purposes, 
. penons, and cond.i tions; and its meaning varies 
with these conditions even though they may be given 
identical labels and tabulated as like objects, 
facts, or behavior. The developments in this area 
are too new and untested to predict their utility 
for research workers. 
Many of the investigators:whose reports are of general 
concern to t~s study seemed to have been attracted to the 
efforts of Lewi~ who is largely responsible for the present 
ll A. s. Barr, R. A. Davis, P. o. Johnson. Educational 
Research and Appraisal, J. B. Lippincott Co., New York, 1953, 
p. 329. . 
2/ K. Lewin. The Conceptual Representation and the 
Measurement of ,Psycholog~ca,J. Forces, Duke University Pr13ss, 
Durham, N. c., 1938. . 
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~orm o~ topological and vector psychology. Based on the 
i . 
thebry o~ co-existing ~acts which have the character o~ a 
"dynamic field 11 , behavior is presented as depending on the 
I 
present, not the past nor the future ~ield. Although, to 
I 
a degvee, all research and evaluation concerned with human 
I . 
beh~vior are comparative, and somewhat comparable, these 
more general approaches added little to the particular 
purpose of this study. 
Rogers wrote of,his 1949 paper as being material 
in ~ series of propositions which presented a theory of 
behavior based on past and recent facts regar~ng the 
understanding of behavior and personality. He stated 
I 
that 
• This continuing attempt to fit all of our 
knowledge about human personality and dynamics into 
a comprehensive theory which will not only assimi-
late this material into one total pattern, but will 
point the ~ to further work and research, seems to 
pe a very profitable effort on the part of psychol-
bgists. Such theories are a very necessary part of 
fJ.tl advance in psychological thinking. In the 
interests of furthering profitable interchange of 
thinking, ·this paper presents the minimal framework; 
of still another theory of personality dynamics. 3L 
This authority was referring in part to the signifi-
cant attempt·s of recent years to build a theory of 
_per~onality. He was including the· dynamics of the Freudian 
thebry through the future modifications offered by 
3.1 Rogers, Op.cit., p. 18. 
·c." 1 
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I Mass~rman.~/ Obviously Rogers would not have presented 
i 
his paper if he had felt that previous reports adequately 
i 
accoUnted for all the facts. His~heories were later in-
I 
clud$d in a book which was referred to in Chapter One. 
·! . 
Although his report is not related to the problem 
undeis discussion in this study, other than in general, it 
seemed worthwhile to review two of his propositions. His 
uProposition VI" when considered in context with 0 Proposi-
tion:I" pointed out once more the need for the specific 
I 
type: of study herein presented. 
Rogers felt that nevery individual eXists in a 
continually changing world of experience, of which he is· 
' the eenter.« and that this included everything that is 
expe~ienced organically, whether or not they are pBrceived 
consciously. 
It should be recognized that in this private 
world of experience of the individual, only a 
portion of that experience, and probably a small 
p~rtion, is consciously experienced. . Many of our 
p$rceptions are not symbolized. It is also true 
h~lTever, that a large portion of this world of 
experience is available to consciousness, and can 
become conscious if the need of the individual 
causes certain perceptions to come into focus 
b~cause they are associated with the satisfaction 
o~ a need. In other words, most of the individual's 
perceptions of· experiences constitute the ground of 
the perceptual field, but they can easily become 
figure, while other perceptions slip back into 
gll"ound. • • • 
• 2tl J. H. Masserman. Princi~es of Dmart!i c 
Psychiatry, Saunders, New York, 19 •. 
: An important truth in regard to this private 
wdrld of the individual is that it can genuinely 
be known only to the individual himself. No matter 
hdw adequately we attempt to measure the stimulus ••• 
whether it be a beam of light, a pin prick a failure o~ an examination, or some more complex situation ••• 
and no matter how much we attempt to measure the 
perceiving organism ••• whether by psychometric tests 
o~ Physiological calibrations ••• it is still true 
that the individual is the only one who can know 
how the experience was perceived. I can never know 
~th vividness or completeness how a pin prick or a 
failure on an examination is experienced by you. 
The world of experience is for each individual, 
in a very significant sense, a private world. 
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Because of this private world of existence, Rogers 
concluded that, "The best vantage point tor understanding 
behavior is from the internal frame or reference or the 
individual himself.u •••••• u ••• and seeing the world of 
experlience as nearly as possible through his eyes." 
We have failed, he felt, to realize that we have 
been evaluating other persons• behavior from some general 
frame of reference. He compared what has been done for 
the ni.ost part with a certain writer's interpretation of a 
pri~tive culture. In it were reported fantastic and 
me~ngless ceremonies, the eating of various ridiculous 
foods, behavior that was a mixture of virtue and depravity. 
The thing the writer did not see was that he was observing 
all tihis from his own frame of reference and placing his 
own values upon their ways or behaving. 
To indicate that the individual's field or experience 
should be viewed ~om within that private world was not to 
I 
. ' .~ . ; 
-.~ ' ' .. ~ ... ·--~··_:_-_ .... ~:. 
imply that such is easy. For one thing, insight of the 
indiiidual's frame of reference depends mainly at that time 
uponicommunication of some sort from the perso~ involved. 
CommUnication is always imperfect. 
Rogers indicated that the whole situation might be 
stated logically as follows: 
It is possible to achieve, to some extent, the 
other person's frame of reference, because many of 
the perceptual objects •••••• self, parents 
teachers, employers, •••••• have counterparts in 
o~r own perceptual field, and practically all of 
tije attitudes toward these perceptual objects ••• 
• ~. fear, annoyance, love, jealousy, satisfaction 
~~~ ••• have been present in our own world of 
e~perience. 
Hence we can inter, quite directly, from the 
comminication of the individual, or less accurately 
from observation of his behavior, a portion of his 
perceptual field. 
. . . . . . . . . . . ~ . . . . . . . . . . . ~ . . 
In view of the difficulties involved in gaining 
the internal frame of reference of another person, 
and the fact that it is probably never possible to 
~derstand the total phenomenal field as it is ex-
perienced by the person, it may well be asked whY 
we do not content ourselves with the attempts to 
gain an understanding from an external frame of 
reference. It is true that this latter type of 
understanding has been the major stock in trade of 
psychology. There are several reasons for leaving 
this behind. In the first place, there were asrt; 
many "understandingsn as there were observers. J.· 
From this latter frame of reference a behavioral 
aspert as 11understoodu by a Freudian might not be recognized:' 
as being related in the interpretation placed upon it by a 
!il Rogers. Op. cit. 
·' -~·· · .. :-<.~.'""---
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follower of Clark Hull. Rogers described this approach as 
bein~ 11 speculativen and 11iffy''. By attempting to under-
stan~ behavior from an internal frame of reference different 
obsetvers can obtain a high degree of agreement. 
Rogers specified that there existed a great need for 
rese~ch in this area. Studies .should be conducted, he 
stated, "••• that would give some notion of the relati~e 
values of viewing behavior floom an external or an internal 
frame of reference, and would give at least a suggestion 
of the predictive possibilities of each point of view." 
As one approach to this problem he suggested that someone 
should compare particular items of behavior as reported and 
interpreted in case histories in a mental hygiene clinic, 
' 
or similar organization, with the clients• ow.n view of the 
same 'behavior as given in a permissive situation. 
Therefore, the reader may now bear in mind that 
althqugh the larger document concerns this study only 
vaguely, two if its segments at once provided a base and 
esta~lished the need for the present investigation. 
In 1955 Rosemman21 added to Rogers• ~oposals in 
( 
his study concerned with changes in the type of self-
concept. In his summary and conclusions he wrote that 
unwittingly a merger of self- and other-evaluations from 
• S.l S. Rosenman. 11Changes in Type of Self' -conceptu 
Jou;nal of Counseling Psvcholog:r, The Ohio State University, 
PP• 271-278, Winter 1955. 
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one viewpoint and representations of an interrelationship 
from another view had been basic to attributing phenomena 
to the self-evaluation and the other-evaluation which 
characterized the lmown interactions between them. The 
errol', he f'elt, had provided for apparent experimental 
support to the theme, 11 ••• maintained by the sociologically-
orie.Jited psychoanalysts and the Rogerians, ••• 11 of the 
comp~able evaluations of self and other. 
In his Essax on Man Alexander Pope noted that 11the 
prop~r study of mankind is mann. BedelJ,l/ has written 
that.if Pope had made such an observation todQ", n ••• he 
might have expanded his rema!'k to point out that however 
proper the study of man may be, there is great danger in 
such study without scientific methodology and accurate 
tools of research." 
, Bedell lauded the fact that because of the develop-
ment of new methods for the observation of human behavior 
we now 11 • • • • • • look at pupils with a different attitude 
-- a!feeling that is new in our time.u Howe~er, although 
his theme was the need for observational tools and disci-
plines and was related to the theme of this study, his 
2/ R. Bedell. nThe Place of Standardized Tests in 
Guidance Servicesn, Problems in Individual Analysi§, Kansas 
State Teachers College Bulletin, Vol. 48, Number ?, 
May 1952, PP• 9-25. 
.. 
emphasis was on the development and use of standardized 
tests in the guidance services of our schools. Therefore 
it added little to the present study's special search for 
similarities and differences in observations of studentil 1 
behavior. 
Grotkea; attempted to show the relationship between 
the attitudes of raters andratees and the ratings given to 
teachers. He referred to the term, "professional distance" 
in the field of teacher evaluation as the frequency of 
disagreements and divergency between two professional 
workers on what constitutes the professional role of a 
goodi teacher. There were great lengths on "professional 
distance" on all phases of class control, methods of con-
duct, discipline, guidan~e, and the like. He found the 
greater the divergence and the more frequent the disagree-
ments the longer the professional distance. 
Grotke also found that if a teacher, who is approxi-
mating her own concept of teaching, is evaluated by a rater 
whose concept of good teaching is quite different from hers, 
the rating is apt to be poor. 
It might be asked then, "How would. a teacher at any 
academic level rate a pupil/student whom she felt conceived 
~/ E. M. Grotke. "A Study of Professional Distances 
Between the Raters of Teachers and Teachers Ratedtt, Journ~l 
of Ex~rimental Education, Vol. XXIV, No. 1, September 19 5, 
PP• l 2. 
her ~eaching methods or teaching personality in a way 
nega~ively opposed to her own conception?n 
There were other recent contributions in the con-
I 
cert$d attempts to understand the behavior of students. 
I 
i 
Gord¢n and Mooney wrote concerning the purposes of their 
I 
prob~em check lists, 
, Modern educational practice is based on the 
p}U.losophy that the school is concerned with the 
"whole personn. This idea has led to changes both 
in the curriculum and in the varieties of personnel 
services which a school or college provides its 
students. At the center of this emphasis on the 
m~tal hygiene and pupil personnel points of view 
i$ the idea that to understand students better the 
s~hool should employ methods of systematically 
d~scovering what problems are bothering them. 
Knowing these problems -- those of each individual 
arid those characteristic of the group itself -- the 
:~!~~l i ~:n c:~f~~~:r i ~~f~~=:li~ m::~~~::e ~~eds .fi/ 
Extensive study, research, and reporting have gone 
into :these methods of recognition of behavioral patterns. 
Howe~er, these approaches are concerned with the picturing 
' 
of p~oblem areas, not with the methods used by teachers 
when :observing such patterns. 
UThe recognition of behavior.for what it is opens 
one of the greatest new possibilities in the adjustment of 
the :individual at the secondary school age·level.n12/ 
i :i./ L. V. Gordon and · R. L. Mooney. The Mooney Problem 
Check Lists, Manual, 19'0 Revisions, New York, The Psycho-
logical Corporation, 1950, p. 3 • 
. lQ/ D. Segel. Frustration in Adolescent Youth, Bulletin 
No. ~' Washington, Federal Security Agency, 1951, p. 52. 
lf-5 
Segel also stated that even when a frustrating situation is 
observed, the tendency is to attempt a solution to the 
problem which is not valid because the youth does not himself 
und~rstand his frustration. He continued, "The surrounding 
of a frustrated individual in school with the usual school 
enrlt vonment is not the answer to the problem. 11 The following 
' 
schematic diagram was offered as an outline of the frustra-
tion process: 
Growth and development in the total self 
I 
Frustration occurs in an important area 
I ••• 
Resulting in one of three types of frustration 
I I 1 
.Regression (School leaving 
an important 
symptom) 
Aggression (Classroom disorder 
an important symptom) 
Fixation (Goes through the 
motions of school 
activities, but 
is not interested) f( \'; 
In his "Section VIII: Implication for the Educational 
Program in the Identification and Rehabilitation of Frus-
trated Individualstt Segel further stated that 
The first step is the identification of frustrated 
individuals. Certain groups of school youth include 
many of them. Among these are prospective drop~outs, 
those who are referred by teachers for disorderliness, 
those who are failing in studies those with low 
scholastic aptitude scores, and the like. However, 
nbne of these by themselves or in combination reveals 
t~e way the youth himself feels about the situation 
which is one o£ the most fundamental facts as far as 
frustration is concerned. 1!/ 
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Rogersl21,13/ voiced a caution when after much study 
of this matter he showed that this condition can disappear 
if ~e individual can face and understand his actions. 
H~w~ver, to do this he must be allowed to talk freely, 
knoWing that such will not bring about resistance, ridicule, 
I 
diseipline. Naturally such expression should not be 
allowed to harm others. Yet Rogers felt that the everyday 
i 
type of school situation did not allow for this type of 
exp~ession. Rather the student was reprehended for his , 
behavior, and the bafflement and disconcertion were 
heightened. He stated that the first step should be that 
the individual be placed in a permissive situation where 
he might verbalize freely about his frustration so that 
this state of tension might be_ released. 
Another observation on ··this point concerned the 
degrees to which some adolescents accept or reject the 
demands of the school that they consent to instruction. 
ll/ Ibid., p. 55. 
1.&1 C. R. Rogers • P.C~o~un=:-s~e:U~n==g--=an=!_~d:...:;;.P~sy""c_h:::.;o~t;h::.;:;e~r-=a:.;:p._:.y;, 
Bo'ston, Houghton Mifflin Co., 191i02. 
l3.1 ---::-~~-· ttSignificant Aspects of Client-
centered Therapyn, The American Psychologist, !:~15-22, 
October 19lt6. . 
·- 1 \, < • 
BloJ8:1 commented further that "· •• the learning process 
thus assumes a personal meaning for each student, and his 
attitude toward the childhood role 'tvhich he is expected to 
play in school is an important factor in determining the 
degr:ee of his success in academic achievement.n 
In his large study of individual differences and 
the~r importance to educational practices Williamsl2/ 
seemed to interpret the feeling pehind much of the litera-
tur~ now being reported when he wrote: "Ignoring the facts 
of human variability, we have talked far too glibly about 
MAN; an abstraction that implies uniformity, and have 
und~rstood, and sought to understand, far too little about 
MEN,.u Further pinpointing his concern over individual 
differences he wrote: ttit is an u.nfortunate fact of more 
than passing significance that people in general --
! 
•educated• or not -- are ignorant about the diversity of 
tastes. This causes them to be dogmatic and certain about 
the validity of their own." 
This writer noted that there has been an abundance 
of research and literature concerned with the need for 
understanding human behavior, f'or discovering the problems 
of' young people, with the necessity f'or allowing adolescents 
~ P. Blos. The Adolescent Personality, New York 
Appleton-Century-Crofts Co., 1941. 
J.2/ R. J. Williams. Free and Unegual: The Biological 
Bas~s of Individual Liberty, University of Texas Press, 
Au~tin;: 1953. 
r. ~ .,__ -·.,. 
~' ; -~~-
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to express their frustrations and other feelings so that 
more; thorough learning might result. Yet in much of the 
writings were found expressions of concern because it was 
:f'elt that the schools and the teachers in the schools did 
not ::race these needs. It logically might be asked, n'Why?". 
Johnsonl.6./ in his written concern about the structure 
I 
of ~resent day education and its effect on the individual 
tel~ that this authoritarian structure encourages and 
pro$otes tendencies in education which were undemocratic; 
I 
tendencies which could not be dismissed with ease. This 
type of structure, he found, affected the thinking and 
attltudes of school children with its autocratic emphases. 
He rioted that administrators were concerned with organiza-
tion and its demands to such a degree that they often 
selected new teaching personnel only with regard to how 
th~y would fit into an already predetermined spot in the 
se~ organization. They paid little heed to the overall 
po~ential of that person in the education and guidance of 
th~ individual. 
I 
Shane and Yauch discussed the catastrophic effects 
of the authoritarian belief in superficial efficiency in 
I 
the administration of our schools on pupil and student 
personalities. They summed up their feelings by stating: 
121 L. R. Johnson. ffThe Individual and the Structure 
of. Edueationtt, Educationa1 Theor:v, Vol. v, Number 3, 
pp .• 188-192, July 1955. 
1 This tendency to place the v~lues of 'efficiency' 
above those of human worth can become a major flaw 
marring the effectiveness of the very personnel 
p~actices that 'efficient o~ganization 1 is presumably 
designed to facilitate. lZ/ 
Reporting his views concerned with the possible 
disagreements between the "academic scholarstt and the 
ttprof'essional educators" which several writers have felt 
to be a factor in the att~mpt or lack of attempt on the 
part of teachers to understand the personality patterns 
of ~heir students, William H. Cartwright wrote: 
' According to a few of my friends among the pro-
~essional educators, the typicaT academic stiholar is 
a man greatly to be feared by those who are involved 
in planning programs of education for teachers or for 
~ublic schools. From their point of view, he is con-
~erned primarily with a narrow field of subjectmatter 
which is his specialty. · 
, Not only is he unaware of the changes which have 
~aken place in the population of our schools during 
the past generation, but he blithely ignores signifi-
cant changes in our society whiQh have serious 
implications for our schools. ~ 
The AndersonJ-21 in their chapter on "Human Behavior 
and Personality Growth" seem to have concurred with Rogers, 
Williams, and others, that attempts to understand behavior 
from an external frame of reference are greatly affected by 
l:Zl H. G. Shane and W. Yauch, Creative School 
Administration, Henry Holt, New York, p. 425, 1954'. 
18/ w. H. Cartwright. "What's the Shoo_t_ing.All About?", 
NEA Journal, Vol. lflr, Number 8, pp. >+77-1+78, November 1955. 
I 
~/ G. L. and H. H. Anderson. An Introduction to 
fro3eetive Techniques, New York, Prentice Hall, 1952. 
f ·-. 
att~dant dogma and domination. They felt there was no 
plade in psychological literature where it has been defined 
clearly that it is psychologically different to master a 
violin_or to master a spouse, an employee, or a student. 
The.violin does not integrate, accept, avoid, resist, or 
sub~t to man's domination. The psychologists have failed 
to distinguish between mastery of persons, of animals, of 
things, and, symbolically, of abstract experiences such as 
an ~glish lesson. nWhen the distinction is made, the 
boo~s on personality will be rewritten." They stated that 
as parents and teachers we nslaptt our children because it 
tak~s a lower level of intelligence to behave that way than 
to discover some basis for .common purposes. 
Maier201 has written that ttbalanee of power11 , whether 
used as a concept in understanding personality •••••• at 
woDk, in the classroom, in life ••• ·~·or in interpreting 
international ~ffairs, is meaningful only in relations of 
conflict. It is meaningless in relations where persons work 
together through socially integrative behavior. At the 
level of balance of power, he is confused. In children 
this state is called, "excessive shyness". In students 
this hesitant, faltering, indecisive behavior is called, 
11worry and nervousnessn, ubehavior without a goal". The 
2Q/ N. R. F. Maier. Frustration: The Study of 
Behavior Without A Goa1, New York, McGraw-Hill, 1949. 
. : I 
student does not know Why he can not study, can not 
I 
concentrate. 
The Andersons described growth as a positive process 
which cannot be farced or coerced. It is facilitated only 
by a satisfactorily encouraging environment. Differen-
tiat~on and integration are the criteria for growth. 
uThere is nothing in the phenomena of dif'f'erentiation and 
' integration that can be meaningf'ully described in terms of' 
do~nation, submission, aggression, frustration, hostility, 
MAS~ERY, rigidity, compensation, conflict, or even sublima-
tion". They wrote that there were 
' 
two kinds of circular behavior •••••• nsocially inte-
$rative behaviorn and "Domination". Socially inte-
grative behavior in one person tends to induce socially 
integrative behavior in others •••••••••• This tends 
to reduce conflict, increase understanding, create 
differences, and increase spontaneity and the con-
fronting and free interplay of' diff'erences, it is 
designated as the GROWTH CmCLE of dynamic human 
interplay. Domination is also circular in that it 
tends to incite resistance. Since domination increases 
conflict, stifles dif'ferences, and reduces understanding 
even to the point of provoking misrepresentation and 
deception, the circular behavior that it represents 
is designated a vicious circle of dynamic human inter-
play ••••••••••••••••••••••• In these terms, 
~hen, a rich personality would be f'ound in a person 
whose behavior was high in spontaneity and high in 
harmony. He would be accepted as a person and would 
accept others as persons. Being thus relatively freed 
trom fear of others and relatively devoid of hostility 
toward others, he would be free to communicate and to 
'listen. He would thus be in a position to learn and 
to instruct. He could perceive the difference between 
persons and objects, treat objects as objects and treat 
persons with the respect and democratic regard expressed 
in the Golden Rule. He could also perceive clearly the 
difference between a person and an idea, so that the 
confronting of different ideas would not necessitate 
·~oston Unfvar~ity 
Scho~l o~ Ed~cation 
Ll'brary 
a· conflict of persons • • • • • • • • • • • • . • • • • • ... 
utr disapprove of what you say1 but I will defend to the death your right to say i't.u A philosopher who 
behaves in this way is not only high in spontaneity 
in his own behavior but is high in his harmonious 
~elations with others, even those with whom he dis-
agrees. To disagree with such a person calls for no 
psychological_def'ense mechanisms, for defense is 
ttnnecessary 1 ~/ 
II. TEACHER UNDERSTANDING OF STUDENT BEHAVIOR 
In examining the literature the writer discovered 
cer~ain studies, comments, and findings which, in a general 
way:, are related to the thesis ot this investigation. Only 
a f~w of these presentations concerned with teachers• 
understanding of behavior contributed to this problem 
under discussion. They did reiterate the fact of the need 
for such investigation. 
Continuing this reivew of dominative and integrative 
benavior patterns, but now relating it to such behavior on 
the part of teachers and their pupils it was found that 
Anaerson and Brewe~/ had conducted an extensive study in 
this area. In the Foreword of their published report it 
was indicated that they applied 
11 
••• procedures originally devised in nursery schools 
Zll G. L. Anderson and H. H. Anderson, Op. cit. 
22/ Harold H. Anderson and Helen M. Brewer. · Studies 
ot Teachers• Classroom Personalities, I, Applied Psychology 
Monograph, Number 61 American Association for Applied Psychology, Stanford University Press, July 19~5. 
.. ! 
t:o the study of classroom situations in kindergartens. 
·•· ••••••• One of these problems pertained to the 
teacher's choice of techniques in responding to or 
handling individual children. The resulting portrayal 
df teacher-child interactions throws new light upon 
phases of the educational process that have too often 
heen overlooked but that we now realize should be 
scrutinized very carefully if we are to understand 
what schools do to children and what children {and 
~eachers) do in schools. • •••••••• it is clear that 
comparative findings must now be assembled from many 
gther studies, at varying age levels, and in varying 
educational and general environmental situations. 
In this investigation an adaptation of the interpre-
tation of dominative and socially integrative behavior was 
dev~loped to record contacts of teachers in the kindergarten. 
The authors interpreted "Dominative Behavioru as observed 
in teadhers as 
•••••• use of force, commands, ·threats, shame, blame, 
attacks against the personal status of an individual ••• 
••• Behavior is said to be dominative when it is 
characterized by a rigidity or inflexibility of 
purpose, by an inability or an unwillingness to admit 
the contribution of another's experience, desires, 
:purposes, or judgment in the determining of goals 
Mhich concern others. Domination is thus behavior 
~that is based partJ.:t on a failure to admit the 
psychological inevitability of individual differences. 
'In domination one attempts to make others behave 
according to one 1 s own standards or purposes. 
11Socially Integrative Behavior" lilas defined as 
follows: 
If instead of compelling the companion to do as one 
, says, one asks the companion and by explanation makes 
·a request mean1ngful to the other so that the other 
ican voluntarily cooperate, such behavior is said to 
: be an expression not so much of pursuing one's own 
unique purposes as of attempting to discover common 
purposes. For such expenditure of energy in common 
·purposes, for an attempt to reduce instead of augment 
or incite conflict, the term socially integrative 
I 
l 
benlvior is used. ••• ••• Integrative behavior is 
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consistent with the s37entific point of view, the 
objective approaCh. 2 
Space does not permit more than a brief summary of 
their findings. Primarily this investigation revealed that 
(l) In group contacts the teachers were found to be more 
dominating in the afternoon when older children were in 
attendance than in the morning with the younger pupils. 
·(2) There was a general tendency for the teachers to 
dominate boys more than girls. However, there was no 
consistent teacher trend as for integrative contacts. 
(3) Higher correlations for domination than for integration 
were found to be positively related to frequency of the 
teacher contacts. (~) The teachers were more consistent 
in their use of domination of individual children as a 
teaching device than they were in the use of integrative 
contacts. (5) In individual contacts head and assistant 
teachers tended to dominate the same children. (6) The 
distributions of teacher contacts for each child indicated 
that individual pupils may live in vastly different psycho-
logical environments in the same schoolroom. (7) "The 
child who tended to play dominati vely with other children 
tended to receive high frequencies of dominative contacts 
initiated by the teacher, but there was no tendency for him 
to receive integrative contacts initiated by the teacher • 
.231 Ibid., p. 15 
The teacher was meeting aggression with aggression." 
(8) "Further confirmation that the teachers were using 
mainly repressive methods by meeting domination with 
domination was seen in reliably positive coefficients of 
correlation between the two categories of children's 
domination directed toward the teacher and the teachers• 
dominative contacts initiated by the teacher.u (9) It 
was found that these kindergarten teachers exhibited 
higher mean frequencies of dominative than integrative 
contacts. Among the contacts initiated by the teacher 
two out of three were dominative. On the other hand, 
among teacher contacts which resulted from the child's 
initiative, six out of seven were integrative. 
This research and the individual studies made 
previously by Joseph Brewer2*1 and by Ree~/ revealed 
that the teachers studied tended to meet aggression ~th 
aggression. They were systematically inciting resistance 
and not systematically cutting the vicious circle. 
The second part of the American Association for 
Applied Psychology was conducted a year later by Anderson 
~ J. E. Brewer. The Measurement of the Behavior 
of Second-Grade Children in Relation to the Teachers' 
Dominative and Soc1a1ly Integrative Contacts, Ph.D. Thesis, 
University of Illinois Library, Urbana, 19G6, 105 pgs. 
2:.5.1 M. F. Reed. A Consecutive Study of the School-
room Behayior of Children in Relation to the Teachers• 
Dominative and Socially Integrative Contacts, Ph.D. Thesis, 
University of Illinois Library, Urbana, 1941, 100 pgs. 
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and Joseph Brewer.gQ/ These studies were based on observed 
samplings of behavior in the daily lives of children and of 
teachers. The children with the more integrative teacher 
were found to show significantly lower frequencies of look-
ing up from desk work, playing with objects not connected 
with the lessons, and both conforming and nonconf'orming 
behavior. These children also exhibited a significantly 
higher frequency of spontaneity and initiative and social 
contributions, both voluntary and in response to others. 
The· authors asked, uWhere undesirable classroom personalities 
are ·:round, could an experimental in-service program be de-
vised for the effective modification of such personalities 
in the direction of better mental hygiene relations with 
children?". They found a tremendous range of such teacher 
personalities in fourth and sixth grades. 
In 1946 Anderson, Brewer, and Ree~/ carried out a 
f'o;llow-up study of the :findings in these related investiga-
t~ons. They discovered that a change in pupil groups caused 
! 
no significant change in the pattern of individual teacher 
~H. H. Anderson and J'. E. Brewer. Studies of 
Teachers• Classroom Personalities,II, Applied Psychology 
Monograph, Number 8, American Association for Applied 
Psychology, Stanford University Press, June 1940. 
Zll H. H. Anderson, J. E .. Brewe!J. M. F. Reed. 
Follow-Up Studies of the Effects of Do natiye and Integra-
tive Contacts on Children's Behavior, III, Applied Psychology 
Monograph, Number 11, American Association for Applied 
Psychology, Stanford University Press, December 1946. 
:~ ~- .~-.<-·-·..: ....... : ..... ~ ...... ~i: -,. · . -/~·~--· .· ...... ":-~ ~ .·) .-~~.~-r~~~~:~:--~!·~·;~~~I~ ._ ~~....,~...... · 
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behavior. However, changes in teacher personnel did 
definitely result in changes in pupil behavior. They 
~el t that their findings proved the importance of the 
role of teacher personality. 
These reports contribute little to the present 
' study other than tp have reaffirmed the assumption that 
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the majority of the teachers encountered had not given 
srstematic consideration to their interpersonal relations 
with others. 
I 
A statement found in a foreword did again point to 
the need for the type of investigation under discussion: 
ttThe responsibility for a clearer definition and develop-
. 
ment of desirable teacher personalities rests squarely on 
co~leges, administrators, and supervisors who select and 
' 
mold the teachers who guide the children, as well as upon 
teachers themselves. The implications for in-service and 
! 
pr~-service teacher education are self evident.u 
This work reported by Prescott281 was a study with 
these exact implications in mind. The purpose of the study 
II 
• • • • • • ••• was to experiment with various ways of improving 
both the pre-service and the in-service education of 
teacllers.u 
The staff demonstrated how individual classroom 
teachers and teaching principals gradually deepened their 
g§,/ Prescott, Op.cit., p. 15. · 
----;--: · .... : ... -... ~ . ~.~:-"'· :- .. ··.-... ~. ·::-:'"_-'·.~:. .... -.::;~::..-:~~--(•'-".,_~,"' -
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understanding of causes that underlie the conduct of 
children. In searching for the kinds of behavior that 
te:achers believe to be undesirable or wrong in sab.ool they 
di~covered a n •••••• baldness signifying lack of sensitivity 
to the fact that all behavior has underlying motives and 
causes." 
In this study the teachers were not blamed for their 
failure to understand the behavior of children. These 
in~estigators felt that teachers as a group could not be 
expected to show greater comprehension until the educators 
of.teachers had developed effective means at evoking the 
needed understanding through professional education. 
It was established that teachers• capacities for 
s~pathy and friendliness increased steadily as they gained 
in~ight into the behavior of children. Beginning their 
in~service trajning study with the use of cumulative records 
very li~tle real information about any child was found. 
The tendency seemed to be to record only generalizations 
I 
or summaries with but few supporting facts. 
, Furthermore, most of these generalizations were 
EVALU~IVE rather than genuinely descriptive; they 
,took the form of judgments on the child. Worst of' 
all, these judgments were not at all scientific in 
:character; they did not take into consideration the 
actual motivation or needs of the youngster in 
question. They were based, rather obviously, chiefly 
on the relationship between the pupil's actions and/ 
the teacher's own purposes, desires, and values. ~ 
23./ Ibid. 
5'9 
Four main factors were recorded as being the primary 
influences on the teachers' judgments: (1) The Child's 
suecess or failure in mastering the content and skills 
i 
pr~scribed as learning tasks far particular grade levels; 
(2) the problems met in controlling the child's behavior 
so: that it accorded with the local school code, and the 
te$cher's personal conceptions of "good" and "bad"; (3) the 
standing of the child•s family in the community, and in 
reiation to the teacher's own social status; and (4) the 
attractiveness and sympathy-winning power of the child (or 
' 
his repulsiveness~ in terms of the teacher's individual 
background of experience, personal needs, and values. 
Mental habits of long standing can be changed but 
slowly. In spite of themselves, those teachers usually 
'continued to write what they th011ght about the children 
they- were observing, and how they felt about the actions 
recorded. At best, their first efforts were only 
generalized descriptions. More
3
o5ten they included 
interpretation and evaluation. 0 
During the training periods this staff of researchers, 
having discovered certain implications for the modification 
I 
of teachers• understanding of dhildren, aimed at the goals 
of (l) breaking the habit of making rtsnap judgments" about 
pup~ls' actions on the basi~ of personal preoccupations; 
(2) establishing ·the habit of-noticing exactly- what a child 
does; and (3) learning to record clear descriptions of what 
the child did and of the situation in which he acted. 
39/ Ibid., p. 19 
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Prescott concluded that 
Viewed from the perspective of Science1 the task of providing an education for children tha't will in-
1Sure their wholesome development and social usefulness 
:has two main features •••• identifying and making 
iavailable to all children the materials, conditions, 
1
relationships, and experiences that are essential to 
healthy growing up in our culture. (2) ••• helping 
students preparing to teach and teachers actively 
engaged in the profession to use these materials, 
,conditionsi relationships, and experiences in such 
,ways as wi l recognize? meet, and give scope to the 
.differences in motivatl.on, need, and ability among 
'their pupils • • • • • • • • • • • • • • • •. From this 
:perspective the teacher becomes a personnel worker 
rather than a purveyor of' subject matter or an 
:artisan with a bag of tools and tricks. • • • • ••••• 
The lip service given in educational circles to pro-
vision for individual differences has not been 
'implemented. • • • • •• · The effectiveness of' teachers 
must be evaluated in terms of' the over-all development 
,of' their pupils, of' their understanding of individuals 
,and groups, and of' their skill in d1 versi.t'ying materials, 
conditions, relationships and experiences so as to help 
individuals accomplish their devel£~ental tasks and 
'.solve their adjustment problems. ,3J; 
While it is obvious that this important investigation 
di~ not bear particularly upon stated purpose of' this study, 
it did disclose the success obtained through the use of 
' 
teaChers 1 cumulative recording of pupil behavior. The 
present study used a similar tool, and extended the inves-
tigation to include a comparison of' such results with the 
acebunting of the same behavior by the student being observed. 
It also should be noted that the Commission on Teacher Educa-
tion study was concerned with teachers in the elementar.y 
schools. 
,31/ Ibid., PP• lf5'8.Jt.5'9. 
President Walker of the National Education 
As~ociatio:c:32/ wrote that "When we eonter about the 
education of teachers, we are dealing with one of the 
truly basic problems and needs of our prof'ession. 11 The 
ch~acter and characteristics of teachers must be known, 
and must not be neglected. However, as Ryans reported: 
••• but usually little is known about these 
individuals, or what makes them effective, and 
therefore education has little opportunity to 
1 profit from an understanding of their character-
,isties and modes of performance for the improvement 
of teacher training and teacher selection procedures. 
:we do not know the qualities to look tor in the · 
effective teacher. • • • Reliable and valid 
methods for identifying and measuring behavior 
·variables in this area are largely nonexistent. 
::. •. • • • • •• The results of attempts to study 
,behaviors and measure interests and personality 
characteristics in other occupational and pro-
fessional fields, however, suggest the feasibility 
of such an approach to the understanding of certain 
characteristics of teachers. It does not seem 
1unreasonable to think that some progress can be 
made in the direction of describing teachers in 
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,terms of observable behaviors and developing devices 
for the prediction of' such observable behaviors •••• 
:... ••• • •• whether a teacher is effective or in-
:effective is most properly inferred from the effects I 
:Produced in pupils as revealed by pupil behaviors. .3.3 
The writer discovered an abundance of literature 
I 
eml>1:tasizing the great need for the understanding of teacher 
i 
..3.2.1 w. Walker. 11Teacher Education is Basic,u 
Phi Delta Kappan, Vol. XXXVI, Nuin:ber 5, p. 203, Fulton, 
Missouri,. February, 1955 • 
.3J/ D. G. Ryans. The Inyestigation 0'£ Teacher 
Ch~acteristicsi Reprinted· from the Educational Record1 American Counci on Education, Washington, October l95j. 
· ~ ~-~·'l£...>t --~~---~,.~--.~~~-!,·-:~~r~-~~_:r·d~.r~-;~\<~·-::-· ~v~~~r.~~ ... :~~~i7~r~:-··~-
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e!rectiveness. Boyce' ~/ urging in 1915 ror objective 
mkasures or such characteristics; Betts' 32/ 1933 plea 
I 
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t~at a satisractory criterion or teaching success must be 
considered the crucial problem in educational evaluation; 
Barr•sJS/ 1935 research on the importance or the measure-
ment or teaching ability; these and an abundance or 
investigations were pointed to the search ror ractors 
important in teaching ability. In 1950 Baxter321 said, 
"It is no longer enough that the teacher be the possessor 
of lmowledge.n He added that he must be a "social engineer". 
All of the studies have asked about the teacher 1 s own 
behavior and his understanding of that or his pupils. In 
more recent investigations, Erickso~/ round low correla-
tions or the temperament, personality, and achievement 
~/ A. c. Boyce. ttHethods of Measuring Teachers 
Efriciency11 , Part II, Fourteenth Yearbook or N.S.S.E., 
B+oomington, Ill., Public School Publishing Co., 191~. 
32/ G. L. Betts. Reliability and Validity of Measures 
ot Teaching Ability or Teaching Success, Special Survey 
Studies, National Survey or the Education or Teachers1 Vol. V, Ntimber 10, Washington, Government Printing Orfice, l9j3• 
.3Q/ A. S. Barr. 11The MeaSUl'ement or Teaching Abilityn, 
Journal or Educational Research, XXVIII, April 1935. 
32/ Baxter, Op.cit~, p. 14 • 
.3§/ H. E. Erickson. uA Factorial Study or Teaching 
A'Qility", Journal of Experimental Education, Vol. XXIII, 
No. 1., September 1954, PP• l-39· 
·---.-.. •-., ,· 
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vai-iables with nine estimates of teaching success. Anderson."3.21 
stated that 11 In general, no adequate basis far validation 
of:teacher evaluations exists at present. There is 
apparently no general agreement as to what is good teaching, 
and even if there were, present day measures lack the re-
li~bility necessary for valid criteria." Olson4o/ agreed 
to the significance in the various studies that subject 
matter knowledge is simply expected of the teacher and that 
success or failure is considered to lie more largely in 
personal and social qualities and relationships. The 
re$earchers all discovered that what happened to youth in 
school depended largely on the personal growth and develop-
ment of their teachers. Only a few, however, in any way 
attempted to relate this success or failure with the teachers• 
understanding of pupil behavior. None related these findings 
' to the understanding of student behavior at the college level. 
In September 1948 the staff of the TEACHER CHARACTER~ 
IS~ICS STUDY, sponsored by the American Council on Education, 
di~ commence a related research pointed at a fuller under-
standing of the nature and organization of the social and 
personal characteristics of teachers. This project was aimed 
.321 H. M. Anderson. 11A Study of Certain Criteria of 
Teaching Effectiveness'', Journal of Experimental Education, 
Vol. XXIII, No. 1, September 1954', pp. 40-71. 
4o/ w. c. Olson. Child Deyelopment, Boston, D. c. 
Heath & Co., 1949. 
at! the identification and analysis of panterns of teacher 
I 
behavior; and the development of psychometric instruments 
for the prognosis of sueh patterns. 
Even Anderson' i:J:ll large review of some of the 
outstanding literature with its discussion of teacher 
qualities and characteristics did not provide any indica-
ti~n of methods and results of college professors' obser-
vation and interpretation of student behavior. 
The writer perused an abundance of research 
exemplified in Sister Amatora's studies concerned with the 
' s lt-2/ factor of education in personality evaluation ; tea~er 
I 4 
ratings of the personality of her pupil~; and her inves-
tigation of teacher personalit~441. In the first mentioned 
study, though differences were not often statistically 
significant, she found that, "The over-all picture presented 
in this piece of research does seem to point to the value 
of higher educational levels for the teacher if she is to 
~ G. L. Anderson. upopular and Professional Mis-
conpeptions Concerning the Teaching Profession"!. T~e 
Eduoatio~al Forqm, Vol. 13~ November 1948, PP• ,1-. 2. 
!tal S. M. Amatora. 11The Education Factor in Personali ty11 , 
The Journ of Ex eriment 1 Educatio , Vol. XXI, No. 3, 
March 19 3, PP• 272-27 • 
43/ s. M. Amatora. "Teacher Ratings of Pupil 
P. ersonali t:y-11 , Educat:tJ;nal Admiq;Lstration and Supervision, 
XXX!V, 19~8, PP• 412 20. · 
44/ s. M. Amatora. 1'A Sifudy in Teache;- Per~onalityn, 
JournSV. of EducS.tionall Research, XLIV, 195'1, PP• 709-714. 
. ! .. '_:• :: .... ~, •. 
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ha~e a better understanding of the personalities of her 
put>ils. 11 The subjects used in the investigation included 
~8p teachers and 1~2 elementary school pupils from grades 
four through eight inclusive. The expressed purpose of the 
analysis of the data was to ascertain whether or not there 
be•differences in the teachers• judgments of the personali-
ti~s of their pupils relative to the educational level 
attained by the teacher. 
Although the investigation is a definite contribution, 
it$ value to this present study is questionable. The 
statistical significance obtained is admittedly meager; and 
to~ _sake of the record, the research was conducted with 
pupils and teachers on the elementar.y school level. Such 
po~nts up the factor that similar conclusions might not be 
reached on the college level. 
In searching the literature the writer was impressed 
with the many studies emphasizing the effect of the teacher's 
interpretation of the behavior on the social acceptability 
of !her pupils. Most of these studies were sociometric in 
nature. It was intimated in many that the degree of social 
acoeptance of the individual conversely affected the 
teachers' interpretation and understanding of his behavior. 
Bec.ause of this broad implication, although none of the 
works positively relate to this investigation, a few of the 
findings are herein briefly reviewed. They again highlight 
the need for more specific studies of teachers' understanding 
of student behavior. 
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In studying teachers' conceptions concerning the 
l~ast and most popular members of several groups of pupils 
in elementary school classrooms, Moren~/ found that more 
definitive knowledge of peer acceptability was received 
r 
from the children than from the appraisals by the teachers. 
Buswell46/ cautioned that, ''If teachers, knowing pupils 
a~ well as they do, are unable to learn from observation 
hpw the group is structured socially, it is evident that 
some more accurate measure is necessary." 
In one of Amatora's experiment~/ she sought to 
obtain a portrayal of child personality as visualized by 
the children themselves. Children's ratings were analyzed 
I 
oh a basis of sex and grade-level differences. Youngsters 
had their ideas and judgments. However, these were found 
to be from their frame of reference and not from that of 
an adult. This, the author emphasized, is a point which 
ib too often overlooked or ignored by educators. 
If then it has been suggested that pupils are able 
' 
tp evaluate their own acceptance by a peer group more 
~I Moreno, Op.cit,, p. 17. 
~/ Buswell, Op.cit., p. 17. 
!!=ZI M. Amatora. "Contrast in Boys' and Girls' 
Judgments in Personality", Child Development, Vol. 25, 
University of Illinois, pp. 51-62, 1954. 
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effectively than do teachers, what of students' evaluation 
of the teacher's effectiveness and the teacher's attitudes 
t~ward them? Reed481 undertook a study of this nature 
. 
when he investigated the relationship between the teacher's 
attitude of acceptance and his teaching effectiveness. 
In an attempt to free himself of the influence of 11 ••• norms 
which may be inappropriate11 , Reed sampled the feelings and 
the judgment of students, administrators, and teachers on 
an unstructured scale. He proposed in his dissertation 
to submit this hypothesis of acceptance as a measure 
, of adjustment and effectiveness to-experimental proof. 
If the well-adjusted person is an accepting person, 
it should follow that an effective teacher is an 
accepting teacher. The teacher who is unthreatened 
1 
should be accepting and acceptable. There should 
be a minimum of defensive behavior on the part of 
the accepting teacher. It is assumed that, if the 
teacher is accepting and rejecting certain elements 
in his phenomenological field, the student is doing 
likewise. If there is a conflict between the needs 
of the two, there will be problems. Changes must 
take place in the behavior of one or the other, or 
both, if harmonious adjustment is to be effected ••• 
It is further assumed that, if a conflict exists, 
one must resolve the problem before the other. That 
one should be the teacher. It is not impossible for 
the student to accomplish insight and corrective 
action, but if our concept of the teacher's role is 
valid, it is the teacher's responsibility to provide 
the atmosphere in which the student may adequately 
"evolve" and grow. ••• ••• The unthreatened or 
accepting teacher is one who can best accomplis~91 the general function of education... ••• • •• 
~/ \. Reed, Op.cit,, p. 1~. 
~/ 8 Ibid., P• 2 2. 
-I 
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Reed reported among other things that based on a 
class of thirty raters, student ratings of teacher effect-
iveness were found to be reliable. Inter-scale correlations 
of 1 student ratings showed that the effective teacher was 
the one who also tended to be an accepting teacher; one 
wh~ taught with ease, and a sense of humor. .He found no 
relationahip between the ratings of the students, the 
a~strators, and the teachers• ratings of themselves. 
Significant correlation coefficients indicated 
that the students feel that the accepting person is 
also the teacher who seems to trust them, accept 
them, and have confidence in them. Apparently the 
~well-integrated teacher as evidenced by an attitude 
of acceptance demonstrates this attitude in a manner 
1which is felt or perceived by the students. SQ1 
In none of these studies concerned with teacher 
acceptance and effectiveness did the researcher find an 
attempt to have correlated these discoveries with their 
I 
effect on the teachers• understanding of the observed pupil 
I 
I 
behavior. Nor did he discover from these investigations 
"why" the teachers were not accepting and effective •. 
However, there was intimation that feelings of security were 
im~ortant factors. 
If the most effective teacher is one who understands 
her pupils; and if feelings of security are involved in the 
degree o:t teaching effectiveness, the "Vrriter wondered, nWhat 
2Q/ Ibid., P• 313 
-.-.·. ¥.' _-, -. 
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ca~ses a teacher to feel secure or insecure in a teaching 
situationfl". 
Lifton211 believed that u •••••• the classroom 
situation, if carefully controlled, can approximate a group 
therapeutia situation, where the teacher serves a dual role 
of' leader and counselor, and the students are seen as the 
eqUivalent of' clients. In the development of any class 
having this kind of orientation•.. • •• tt ma.ny factors are 
in~olved. One of the criteria would be that "All of the 
p~ticipants, including the teacher-counselor, must feel 
d i th l •t t•. u se ure n e c assroom SJ. ua J.on, ••••••• "People tend 
i 
to 'feel secure where they know what is expected of them, 
I 
and! know what th~y can expect from others.•• 
Kvaraceu~/ asked, "What are the conditions which 
most frequently threaten the teacher and lower his effect-
iveness on the job?" In finding a partial answer to his 
i 
que·stion he reported on 11Highest frequency items checked as 
i 
men~al health hazards with reference to the classroom teacher 
by sixty-seven graduate students enrolled in a Mental Hygiene 
Course at University of Illinois 195'0 Summer Sessionn. The 
The, study listed twenty-seven items as hav~ng been checked 
.2J/ W. M. Lifton. Group Classroom Techniques, Talk 
presented at the National Vocational Guidance Association 
Convention, Chicago, March 28, 1951. 
~ W. C. Kvaraceus. "Mental l:Ieal th Hazards Facing 
Teachers", ~e Phi DeJ.ta Kapp@, Vol. XXXII, No. B, April 19;1. 
;-_, .. -, .. 
, 'l·O i 
I 
by ~hirty or more teachers from the point of view of 
i 
teafher-haza.rd. Although the findings are not complementary 
to ~he present investigation of teachers' interpretation of' 
stu~ent behavior, it was ar interest to note that: 
I 
usituations involving pupils, while they do appear, are 
not! prominent in the listing. However, teachers do recog-
1 
i niz~ that many of their classroom difficulties arise when 
' 
the[ guidance program has not functioned in such a way as 
to ~e pupils aware of their true abilities and achieve-
men,ts, when the s:ahool has failed to take into account the 
I 
in~vidual differences among pupils, and when pupil-pupil 
eodf'licts abound." 
In concluding this very brief review of some of the 
i 
lit~rature concerned in general with the teachers• under-
I 
st~ding of behavior and its effect on pupils two partial 
quo~ations seemed to point up this influence. Blanton 
wrofte 
I 
i 
i The teacher must be able to solve his or her own 
!
problems before we can have mental hygiene in the 
schools. If she has fixations, if she has anxieties, ~t she has deep fundamental emotional troubles 1 they ~ll show themselves in her behavior and will 1nf'luenee 
rt;he children and therefore, we feel that a fundamental 
rstep in all mental hygiene is the training of teachers, 
1and we believe that in every college for that matter, 
!there should be courses in personal adjustment of' 
[students, espeeiall~ .... 7or those going out to teach; no 
~tter what grade. ~ 
, .23/ s. Blanton. ''Modern Education as Viewed by the 
Mental Hygienist", Understanding the Child, Vol. 1, No. 3, 
JttQe 1931, P• 15. 
I 
·. 3''T;· 
In Withall's stud~/ which attempted to analyze 
I . 
"Teacher Behaviors in Terms of the Leadership Function" 
' 
the verbal behavior of the teachers in the regular sessions 
of five classes was examin.ed in terms of seven categories 
of statements. The first three categories were concerned 
with (l) "Learner-supportive statements that have the in-
tent of reassuring or commending the pupil.u (2) Accepting 
and clarifying statements •••••• (3) problem-structuring 
statements... • In conclusion he stated: 
In terms of the kinds of experiences we wish children 
to have, in order that they may be equipped to function 
in a democratic society, it seems possible that teachers 
who tend to utilize in the classroom the kinds of verbal 
behaviors subsumed under categories 1, 2, and 3 are ful-
filling a leadership role which helps youngsters to be 
self-directive, to assume responsibility for making 
choices and to accept the CONSEQUENCES OF THEIR BEH.Avro:A. This kind of leadership (l) structures the 
learning situation as clearly as possible, (2) helps 
the learner to identify and define his problem, and 
(3) sets up CRITERIA OF SATISFACTORY BEHAVIOR and 
achievement in collaboration with the learner. This 
hypothesis, however, has yet to be tested. Perhaps by 
the use of matched groups of youngsters in which the 
kinds of learnings, the personaU ty of the teacher, 
and the social-emotional climate are independent 
variables, some light may be thrown on this and related 
questions. • •• ••• ••• ••• ••• ••• ••• • •• 
Can a child achieve self-direction when his 
behaviors are constantly evaluated on the1basis of criteria that are external to himself? ~ 
OW J. G. Withall. The Development of a Technique for the 
Measurement of Socia1-emotional Climate in Classrooms, Un-
published Doctor's dissertation, University of Chicago, 19~8. 
55.1 J. Withall. "Democratic Leadership: A Function of' the 
Inst~ctiopal Process?", The School Review1 The University 
of' Chicago Press, May-June 19~9, pp. 276-2~1. . 
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III. BEHAVIOR APPRAISAL PRACTICES: 
SECONDARY SCHOOLS 
As·in the first two sections of this chapter only a 
few of the abundance of investigations in this third area 
will be reviewed. Varied broad aspects of the evaluation 
of behavior have been reported; however, none are expressly 
related to the present study. 
. Day after day the teacher meets her students in 
the classroom in a close working relationship centered 
~ound some subject of study. In many junior high 
schools a single teacher may have well over a hundred 
~tudents pass through her classroom in a given day, 
and in the same process each student may meet five 
or six different teachers.. As desirable as it may be 
for the teacher to know the student as an individual, 
it would seem to be an impossible task. Nor can the 
$tudent have much opportunity to become acquainted 
with his teachers as persons. Because of the im-
personal character of these contacts, the mental 
pictures which the teachers and the students build 
up of each other may·be important factors in d~t~rmin­
ing the nature of their working relationship. 6/ 
This project by Jenkins and_Lippitt for the Division 
of Adult Education Service, National Education Association 
involved the parents and students and teachers in three 
I junior high schools. Space does not permit a description 
of the research techniques employed, other than to quote 
the authors' feelings that in this attempt at improvement 
of inter- or intra-group relations the procedure has wide 
5Sf D. H. Jenkins and R. Lippitt. Interpersonal 
Perceptions of Teachers, Students, and Parents, Divisions 
of Adult Education Service, National Education Association, 
Washington, D.c., 1951, p. 51. 
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applicability. Teacher-student relationship in the class-
room was the focus of the study. However, it was felt that 
' 
the parent-child relationship must also be learned; an 
im~ortant factor which is not relevant to this present study. 
' I 
These investigators found that a majority of the 
categories emerging ~ the teacher-student relationship 
ar~a involved the recognition of the power of the teacher: 
ttthe power to affect or cause emotional reactions ~ the 
' 
students, and the power to control or impose desired 
beJ.il.avior upon ·the students. n 
"What do students do that teachers like?11 Jenkins 
and. Lippitt-22/ again confirmed the "power of the teacheru 
from categories which illustrated the demand by the teacher 
I 
that 11the students accept her power and submit to her 
authority.n Three-fourths of the teachers stated their 
desires for students to "be respectful, not talk back, not 
be fresh." Nearly half of the teachers expressed it as: 
"carry out instructions, follow procedures, obey rules. 11 
When the students were questioned, they seemed rr ••• 
••• painfully aware of the •stop talking', 'pay attention 
to me', 1 stop whispering with your neighbor•, comments which 
they hear in the classroom. These are what they think are 
the predominant things they do to which the teachers react. 11 
jZ/ Ibid., pp. 56-65 (as indicated in quotes in this 
present study, pp. 73-76) 
... ~· ~ ~ .. ~ .. 
These teachers indicated kinds of student behavior 
wh~ch they felt were the ngood" or the rtright" things to 
do~ Neither the students nor the parents seemed to sense 
any such problem; but the teacher ~oup gave first value 
connotation to the students being "courteous", having 
ttg()od manners". none suspects that little recognition is 
' giyen by the teachers to the possibility that students 
! 
ha~e their own code of good manners with each other which 
mften are at cross-p~poses with the adult code." 
Of a more general nature were criticisms concerned 
wi~h "using good judgmentu, and r•being mature in their 
behaviorn. Another category, nhonesty", was_ an adult 
reaction with which the students were also cognizant. 
. . 
The teacher group in general mentioned the following 
seven items as being interpersonal relationships of the 
teacher with the students which the students liked: 11Are 
friendly, talk with the studentsn' 11Show interest in and 
I 
encourage extra-curricular activitiesn, ttHelp student with 
p~rsonal problems", 11Praise and encourage student", "Are 
irl.terested in student as an individual", "Treat students 
as adults, understand them", and 11Participate in activities 
with students". However, in contrast to this belief of 
t~ese teachers, these investigators found practically no 
m$ntio:q of these items by the students themselves. Jenkins 
and Lippitt wrote: 
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It hardly seems correct to say that students have 
no feelings about these things. Yet, why do students 
.
fail to mention them? One reason might be thati even 
:though the teachers mention. them, they are real y not 
doing these things as much as they think. Thus, the 
rstudents do not experience them enough to make com-
:ments one way or the other. Another reason might be 
rthat these things are expected from ·the teacher by 
,the student, and are such an automatic part of t~~ 
,school experience that he fai+s to recall them. H/ 
In reporting particularly on ~e kinds of things 
students do that teachers liked, three groups.of items 
weve discovered which reflected the personal behavior of 
I 
tha student toward the teacher. These items were: (1) 
11A~e friendly with the teacher11 , (2) "Appreciate teacher's 
i 
eftorts", (3) "Help around schoolu. Again, however, the 
students did not visualize themselves in friendly rela-
tionships with the teacher, nor th~t such was her desire. 
Other behaviors, and/or qualities of behavior, which 
th$ teachers liked were: ''Are enthusiastic", "Have a sense 
of humor" 11Are frank" and "Have some interest in growing 
! ' ' 
up~ being themselvesn. 
Still another group of items, mentioned almost 
i, 
explusively by the teachers, concerned the behavior of 
students toward each other. These items all emphasized the 
fair treatment of one student by another, intra-group 
aggressions, scapegoating. "It might be easy to say that 
this kind of behavior is typically adoleseent.u However, 
~Ibid., P• 62 
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. ~Q/ 
in·research by Lippitt and Whit~ with regard to auto-
cratic vs democratic leadership they found these student 
aggressions toward each other when they were subjected to 
autocratic leadership. They indicated almost complete 
I 
ab$ence of such behavior ingroups under democratic leader-
ship. 
In summarizing their findings Jenltins and Lippitt 
wrote: 
The relationship of the teachers and students 
seems to be one in which the control and power of 
! the teachers are recognized by both groups. This 
• condition has raised some questions here about the 
• kind of experience the students are receiving in 
· democratic living. In addition to the power aspects, 
, the teachers themselves are generally concerned with 
! personal1 friendly relations with students. The fact 
. that students do not seem to perceive this interest 
of the teachers appears to be a barrier to the 
development of shared friendly relations. 60/ 
Although.it was indicated that these inter-personal 
perceptions must affect the teachers' interpretation and 
understanding of pupil behavior, this project did not 
attempt to carry the investigation to that extent. It did 
not indicate what effect such behavior-understanding might 
' 
h~ve had on this barrier. Therefore, only their categori-
z~tions of behavior-likes-and-dislikes might have relation-
ship to this present study. 
S!ll R. Lippitt and R. K. White. nThe Social Climate 
ot Children's Groupsn, Child Behavior and Development, New 
York, McGraw Hill, 19~3. 
~I Op. cit., Jenkins and Lippitt, p. 65. 
,· ........ · .. . 
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In a presentation before a national Life Adjustment 
Co~ference, Hopkins stated that one of the reasons 
. • •• why secondar,y schools are not set up to do a 
life process job is that educators know little about 
'PUPils, do not believe in pupils, and pay little at-
tention to individual pupils except when they cause 
'the educators to become disturbed, in which case they 
,use inappropriate and inadequate means of dealing 
with the upsetting condition. Very few schools help 
a pupil find out who he is, what he considers himself 
·to be, how he got that way, and how he can become a 
!better per~o~--which is the direction of behavior of 
, everyone. .§11 · 
Stating that, "Under traditional teaching the 
ca~acity of a pupil is restricted, his real self is with-
drawn, and his basic tendencies to action are hidden.u, 
Ho~k:ins indicated that in general, and in this frame of 
! 
tr~dition, teachers are limited as to their interpretation 
I 
and. understanding of actual pupil behavior. He added that 
, If educators desire to improve their appraisal 
• of education, they must view learning from the stand-
: point of the learner and not from the standpoint of 
,the so-called common objective elements in the en-
. vironment because they do not exist. What most 
1 people cail objective is merely their.7 subjective organization to meet their needs • .22 
Although she recognized the limitations of observation, 
.91/ L. T. Hopkins. ttHow Well Are the Secondary Schools 
Do;lng Their Job9u, Pupil Appraisal in Secondary Schools, 
Circular No. 363, Federal Security Agency, Office of Educa-
tion, Washington, October 1952, pp. 3-10. 
62/ 
- ~., p. 9· 
. .';"·" ., -
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Strang~/ termed it a basic technique which teachers should 
understand more fully than they do. "We should also 
re~ember," she said, "that observation may be distorted by 
the bias of the observer who tends to see What he is looking 
to~, and consequently may fail to report the most signifi·· 
cant behavior. Teachers usually at first report only the 
beijavior that annoys them; they overemphasize faults." 
: 
Coqcerned with the recording of behavior as observed, 
Strang.s!tl f'elt that many problems were involved. nperhaps 
' the most important of these is the tendency to mix inter-
pretation with observation. Observation Should be 'like a 
snJpshot with no touch up.•u She pointed out that this 
: 
I 
interpretative attitude could be dangerous because not only 
might their interpretations be incorrect, but also it might 
".~ •••• lead them to overlook important facts that do not 
fit into their preconceived frameworku. 
At the Fifth National Conference sponsored by the· 
Oftice of Education and the Commission on Life Adjustment 
Ed~cation for Youth in October 195'2 Chaunce~/ was 
.23.1 Ruth Strang. uobservational and Other Nonstructured 
Procedures for Discovering the Deval.opmental Needs of Youth11 , 
Pupil Appraisal·in Secondary SchooJ.s Cirgular No. 363, 
Federal Security Agency, Office of E!ucation, Washington,· 
October 195'2, PP• 27-35 • 
.£!tl 
. Ibid., P• 29. 
95.1 H. Chauncey. 11Ways for Increasing our Effective-
ness in Appraising Pupilsu, Pup+J;i Appraisal in SecondarY · 
Schools, Circular No. 363, Federal Security Agency, Office 
of':Education, Washington, October 195'2, pp. 81-88. 
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convinced that use should be made of available tests, and 
th~n subjective methods should be employed in the appraisal 
i 
of:pupils. This president of a testing service continued 
with two questions and a partial answer: 
Well, what about the teacher? What should the 
.teachers do? To my mind, the teacher should become 
more of an observer and less of an instructor. I 
,suspect and I certainly hope that this is a trend661 that will carry us a long way in the years ahead. 
In 1931 Gilchrist reported that the responses of 
233 secondary teachers and principals as to "gaps in their 
trhning" indicated the follo'td.ng as being the greatest: 
I 
I (1) 
(2) 
(3) 
(ft.) 
: (5') 
Teaching pupils how to study. 
Supervising study of pupils. 
Educational and vocational guidance. 
Not knowing how to make provisions for 
£~~ii!:u~ ~{f~!~~~~stechniques.~/ 
Although it is intimated in each of these 11 gaps11 , 
these teachers and principals did not indicate recognition 
of another lack which has been discovered and reported in 
i 
se~eral of the investigations reviewed in this chapter. 
Th~y seemed not to be con~erned with their abilities to 
observe and report pupil behavior, per se. 
Wright emphasized the importance of teacher observation, 
understanding, and reporting of pupil behavior which seemed 
22/ Ibid., p. 87. 
, ftl.l R. s. Gilchrist. ninadequacy of Training of 
Secondary_Teachers and Principalsn, School Reyiew, 
39:l4o-l46, February 1931. 
to a.ff'ect his learning progress. She wrote 
, In large city high schools, teachers remembered 
ithe pupils who were very good and ones who were very-
1bad. In the last f'ew years, schools have been re-
learning the lesson that the whole pupil comes to 
class, and that he doesn•t do very well if' he is 
worriedl angry, or bored •••••• that the feelings, 
the ambJ.tions, the interests, loves and hates of' 
pupils, as well as their minds, come to school, and 
:pupils can't be taught even the fundamentals unless 
!consideration is given to these factors~/ 
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Baker22f attempted a pointed investigation of' high 
sc~ool teachers' insight and observation of' their pupils. 
Because of' a time element only a limited number of' teachers 
co~ld be studied. However, and although not completely 
related to this present study, the findings seemed to be 
wor~thy of review. 
In his study schools and communities were chosen 
bec,ause of traveling accessibility, but also because of 
characteristics representative of high schools in general. 
Th~ pupils studied were selected through random sampling 
l 
according to the number enrolled with each teacher. They 
we~e further classified by tests of' general intelligence. 
Baker reported that complete rapport was established 
with the teachers so that the honesty of' the group might be 
ass,umed in the execution of' the questionnaire concerned. 
68/ B. H. Wright. Practical Handbook for Group 
Guidance, Science Research Associates, Chicago, 1948, pp. 11-12. 
ftV H. L. Baker. "High School Teachers' Knowledge 
of' 'Their Pupils", School Reyiew, March 1938, pp. 175'-190. 
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The teachers met with him as a group for practice in the 
ex~cution of the questionnaire. It was felt by that in-
vestigator that all possible ambiguities were eliminated. 
Baker summarized his findings as follows: (l) High 
i 
school teachers know less than one-fourth of the facts 
abo~t their pupils which psychologists, student-personnel 
wor!k.ers, and educators in general consider important in 
the: education treatment of children. {2) High sahool 
teachers vary greatly in their knowledge of their pupils. 
I 
I 
(3) These differences in such knowledge are not accidental. 
' 
They are due to (a) association with pupils in extracurri-
culk activities, (b) amoant of time given to pupil confer-
ences, (c) previous class association with the pupils, 
(d) number of conferences held with individual pupils, and 
(e) size of the class of which the pupil is a member. 
Other less obvious and more subjectively studied 
reasons for differences in teachers' knowledge of their 
pupils included: (l) Total years of teaching experience, 
(2):total amount of study of educational subjects, (3) total 
amolm.t of study in the subject area taught, and (4) visits 
to pupils' homes. 
Baker strongly suggested that educational administra-
tors establish the securing of knowledge of their pupils as 
a major objective for teachers. They should, he stated, 
provide opportunities for meeting this objective. Further 
thet should then stimulate and direct teachers in those 
-:: ~- ._, 
'' ' 
activities which contribute most- to intelligent and 
sympathetic understanding o~ pupils. 
In writing o~ the need ~or classroom guidance, 
WrightZQ/ ~urther cautioned that although high schools 
I 
82 
have recently expanded most of their programs, plants, and 
~aeulties, teachers w~re expected to be specialized •••• 
sp¢cialized in teaching one subject area... • •• npupils 
moved in and out of classrooms~:like products on a conveyor 
belt, with each teacher hitching on whatever skill and 
knowledge he could." "We inspected the product with 
objective tests at examination time, plotted curves, culled 
ou~ those that could not pass the tests, and sent them 
along the line again. 11 
Wilsonmded to her description o~ a high school 
' youth sprawled in the chair in a counselor's o~fice, 
"Teacher after teacher seemed to be saying, 11 I just don't 
understand that boy'." However, in one of the positive 
veins ~ound in the literat~re concerned with high school 
teachers' understanding o~ the behavior of their pupils · 
she included in her report that during the last few years 
teacher-educating institutions have emphasized, in 
the preparation o~ prospective teachers, study of 
personal and social development. The growth of 
curriculums which encourage each child to progress 
,at his own rate, to find his particular strengths, 
'and to retain his individuality has caused teachers 
2Q/ Wright, Op.cit., p. 80. 
:to seek more sensitive understanding o:r the meaning 
'of behavior and increfi~~d knowledge o:r effective · 
tways o:r modifying it .:L:Ja/ . 
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These brief commentaries on studies related to 
intterpersonal perceptions of teachers and students in the 
sec:ondary schools have covered only a portion of the pub-
lished investigations. The reports have contributed little 
I 
to ithe present study other than to :further underline the 
seeming lack of real understanding of the behavior of 
ado~escents, and the need for additional study of the 
ab11ity of educators to understand and report on this 
behavior. 
IV. BEHAVIOR APPRAISAL PRACTICES: COLLEGES 
No published investigations comparable to the present 
app~oach were discovered. Therefore, the researcher felt 
it $ignificant to report only a sampling of the thinking 
evidenced in the literature concerned with the importance 
of the student's adjustment to college life and the effect 
of the :faculty on this area of adaptation. 
Writing of the many pitfalls which " ••• lie in the 
path of the college student in his efforts to become a 
mature person", Farnsworth stated 
The assumption that teaching and counseling are 
essentially one process brings up a number of fundamental 
Zll F. M. Wilson. "I Just Don't Understand That 
Child", NEA Journal, April 19,2, P• 212. 
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:questions that are sometimes rather disturbing. For 
~instance, an occasional teacher may be somewhat con-
, earned because he feels that he has bargained to 
'teach mathematics or physics and has not included in 
[his thinking the idea that he is probably going to 
have to teach students as well. The idea that the 
:counselor is a specialist in indirect education 
violates some of the traditional concepts of teaching 
;which are held by many people. Some may feel that 
attention to the individual means that less emphasis 
:is going to be placed upon subject matter. The 
concept that attention to the individual is designed 
~o help free him from distractions in order that he 
may work more effectively is not accepted by everyone. 
lt is a shock to some faculty members to realize so 
bluntly that What they do, say, read, wear, enjoy, 
~ndeed every aspect of their manner and behavior 
affects their students so directly and strongly. 
~t is not exaggeration to say that for the first 
year or two a counseling system is in effect the 
teacher-counselor himself probably gets more out 
bf his new activities than the7~;rson who is assigned to him as a student. I 
It was felt by Hardeez3/ that a cause for the failure 
on the part of college faculties to be enthusiastic about 
the: counseling programs on the campuses arose partly from 
SELF and JOB concepts held by the professors. Added to 
thi$ were the concepts which that group also had of 
counselors in general. She described what she considered 
to be several categories of college teachers from those 
who strongly felt that if a student were old enough to go 
to college, he was mature enough to have solved his own 
: :1.2/ D. L. Farnsworth. "Maturity Through Student 
Counseling", Phi Delta Kappan, Vol. XXXVI, No. 5, 
Feb~ary 195'5. 
J.J/ M. Hardee. The Whole University and the Whole 
Student, a copyrighted, mimeographed draft, Florida State 
Uni~ersity, 1955. 
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problems, to the teacher who ~elt that he, better than any 
one else, could " ••• minister to all the needs of all the 
stl.idents under all conditions.n She described a type o~ 
~adulty member who was certain that the counselor would 
' / 
fitid only a few students in their institution who really 
nee'ded counseling assistance. The·'author also bemoaned 
those of the ~anulty who believed that they ·should be 
co~erned only with lectures, examinations, and the like; 
and; trans~erred the entire responsibility of the "whole 
stuP,enttt over to the counselor. A teacher then could 
thihk of the students as " ••• quiescent recipients of 
kno~ledge, as 'disembodied intellects'--all of which will 
i ' 
be a lot simpler.n None of the instructors who fell into 
these and other similar categories would be concerned 
particularly w1 th the understanding of the concept of ttsel~"; 
of the reasons ~or visioned atypical behavior on the par.t 
o~ their students. 
0~ particular interest to this investigation was a 
I 
stu~y by Dug~/in which he defined pUrposes, objectives, 
and!trends related to counseling practices in teacher edu-
cation. He emphasized appraisal techniques and individual 
cout.tseling; and stated: ttif any level of higher education 
should demonstrate the student personnel point of view and 
the practice of counseling with all its related personnel 
a; W. E. Dugan. ncounseli~ in Teacher Education", 
Occupations, Vol. 29, February 1951, pp. 3~1-~. 
., !f.."•J·,_ ••• 
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se:r.tvices, it is the field of teacher education.u 
In several publications conearned with trends in 
i 
higher education, including that by the National Education 
Assoeiation,.Z.5/ were varied studies concerned with the 
student personnel points of view. However, none were 
searched out that specifically aided or dealt with the 
inv!estigation in question. 
One study concerned with general education as a 
plausible area in which college teaching might receive 
its impetus for improvement, warned that, "If it is to 
ac~eve its outcomes, it must be neither teacher- nor 
subdect-centered, but student-centered. Much as most of 
us give lip service to this idea, few of us as teachers 
ever achieve it ••• ••·"· Frencr{liJ./ also compared the 
impressions of' a " ••• well-known educator who visited classes 
in a not-to-be named collegeu and observed the classroom 
techniques of' various pro:fessors. One professor, for 
example, allocated ten minutes of class time to calling out 
the.name of each student listed in his classbook. He then, 
it was reported, " ••• opened the textbook and began intoning 
the •scriptures'.n 
221 w. E. Dugan. Current Trends in Higher Education, 
Washington, D.c., Association for Higher Education, National 
Education Association, 19~9-50. 
212.1 s. J. French. ttFertile Field for Improving College 
Teaching", NEA Journal, April 1952, pp. 219-20. 
. ;.-..... -:·~ 
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Several studies have been made of the problems of 
I 
adjustment faced by freshmen and by upperclass students in 
co~leges. In an attempt to discover reports on the under-
st~ding of these problems on the part of college faculties, 
the researcher found none. Three efforts in this vein, for 
ex~ple, were conducted by Chambers, CongdontZ/ and by Hibler 
an~ Larsen • .z.a; 
Chamber&Z2/ found that the results of empathy tests 
' 
administered to a college freshmen population were directly 
cor~elated with grade point averages even though ability as 
' 
measured on a sCholastic aptitude test was purposely held 
constant. This might point to the fact that in teachers' 
' 
colleges, as in all institutions, as the author suggested, 
that the understanding of the behavior and feelings of 
others should be an emphasis in college selection, orienta-
tion, social, and counseling programs. 
Congdon administered a problem Check list before and 
i 
aft~r a freshman orientation course. The study included a 
2ZI N. A. Congdon. "The Perplexities of College 
Fre$hmenu, Educational Psvchological Measurement, Vol. 3, 
19~3, pp. 367-375: 
~/ F. W. Hibler and A. H. Larsen. "Problems of 
Upperclass Students in a Teachers Colleg~u, Journal of 
Appbied Psychology, No. 28, 1944, pp. 246-253. 
221 F. M. Chambers. The Relationship of Empathy to 
Scholastic Success with Implications for Student Personna~ 
Workers, Un~blished Doctoral Dissertation, University of 
Floljida, 1951+. 
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comparison of these results with scores on the Bell Adjust-
ment Inventory. The findings were combined with correla-
tions between numbers of problems in the 11Adjustment to 
i 
College Work" area, and with results on the 11American 
Council Psychological Examinationtt. The experiments, 
how~ver, provided no assistance for this study. 
The Hibler-Larsen study was of the clinical signifi-
canbe of items marked on "The Mooney Problem Check List11 
by C>ne hundred ten juniors and ninety-four seniors at the 
Illinois State Normal University. The authors could find 
I 
no rrtypical pattern" as to cases of maladjustment thought 
of ~s being serious. This, and other similar reports, con-
tri~uted little to the present concern. 
McC~ cautioned college and universities in 1953 
whe~ in her presentation before a national gathering she 
quoted Earl c. Kelley f'rom his "Education f'or What Is Realu, 
tiThe: demonstration serves to show that we do not get our 
perceptions f'rom the things around us, but that the percep-
tions come from us •••• u He was describing a demonstration 
wherein a subject looked through an opening arranged f'or one 
.§21 R. 0. McCarn. "What Changes Must be Made in Student 
Personnel Policies and Practices to Enable Colleges and 
Universities to Meet Their Responsibilities and Opportunities 
More Ef'f'ectivelyu, Current Issues in Higher Education-1953 1 Association for Higher Education, National Education Assoc~a­
tion of' the United States, Washington, D.c., March 1953, 
pp. 2l-2l.f.. 
-.... ,·· -~ ........... 
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eye at a time. The person saw before him what appeared to 
be three identical cubes equidistant from his posit?-on. 
Upqn looking behind the apparatus he discovered that none 
I 
of ~he objects were cubes, and that none were ~qually 
' dis~ant from his point of observation. In this same 
presentation she commented on her shared view With Dean 
E~ce Hilton of Syracuse University about the dichotomy 
bet~een academic life and the aspects of student life. As 
seemed to be the pattern, although the feelings of these 
three experts coincided with the frame of reference of this 
study, none of the research approached its core. Although 
as stated above, Hilton's views were not directly related 
to this investigation, some indication of her thinking 
seemed to be worthy of reproduction herein. 
Whether the growing preoccupation of students with 
activities outside the classroom is good or bad educa-
tionally is not a matter for decision here. The above 
~iscussion is to point out that in the course of 
~eveloping the student personnel services an unhappy 
dichotomy has arisen on a number of campuses, where 
the personnel services and academic program pursue their 
individual ways, each claiming priority where the student 
is concerned. ·· -
. The dichotomy might be accounted for by the pressure 
or the times which have included a depression a war, 
and a fabulous post-war enrollmentl or more simply by 
tbe voluntary withdrawal of academic deans and faculty 
fl"om student life. Certainly in busy times it was and 
is a temptation to allow capable people to assume 
a~tivities and duties formerly considered indispensable 
t~ teaching. 
l But though the origin of the phenomenon is important, 
the more important thing is to recognize that a dichotomy 
between ttstudent lifeu and academic life is undesirable 
l 
l 
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.so far as educational goals and student happiness and 
·welfare are concerned. No educator wants the student 
·to be caught between two large and important adminie-
.trative units that may even indulge in "passing the 
:buck'' to one another. If care to avoid such a division 
is not taken, the services which were developed to 
facilitate the securing of a sound education by the 
student may result in deemphasizing the importance of 
classroom disciplines. Before the next influx of 
veterans and the prospective increased enrollments 
tram the lower sChools come to the campus, there still 
~s time for colleges to examine themselves and to 
resolve this problem, where it exists, in the interest 
~f a major goal of education8--the best opportunity for the individual student. _ll 
Although many o:f the writers concerned with the · 
I 
philosophies and purposes of higher education emPhasized 
the 1 importance of total faculties being concerned with and 
understanding the individual student, and many warned that 
I 
specialists and not classroom faculty were dealing with 
behavior and p~rsonality problems, none attempted to 
discover why the classroom personnel did not in general feel 
that they should be so concerned. Even of greater signifi-
cance to this study was the lack of investigation into the 
degree to which these faculty understood the behavior of 
their students. This present study was to approach one 
port~on of this vital question. 
An interest in this direction was indicated by Cole 
when he wrote 
I 
~ 81/ M. E. Hilton. nconcerning Student Personnel Servi esni College and Uniyersity Bulletin, Vol. 5, No. lt-, No'\7Jem er 95'2. 
· Unfortunately, life1 s problems are not tailored 
tQ the definitions which separate the university 
d$partments, and over-specialization creates new 
oqstacles in the way of solving many of these 
problems. Increasingly competent specialists are 
being obtained but within increasingly narrow fields 
-J. specialists who are without knowledge even of 
borderline fields. One often hears of the need for 
ngeneralists". How do you train a generalist? The 
answer to this portentous question is not clear 
though people are at least becoming interested !n 
tJ:te question. 
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Anyone who has had the experience of participating 
iri a committee meeting of a contemporary university 
faculty, is bound to be mindful of the. degree to which 
s~ecialization is leading us to a Towe~ of Babel, a 
c:ij tadel without a common language. J;llil 
There is a great increase in our colleges and uni-
' vers~ties in the establishment of faculty counseling services 
thro~h which to emphasize greater attention upon the needs 
of individual students. Koil~/ wrote that, "Studies of 
many 'of these programs have revealed some serious weak-
nesses in their operation." The reported purpose of his 
I 
investigation was to "·•• develop an instrument that will 
I 
aid ~ identifying and classifying college teachers who are 
inte~ested in ·engaging in student personnel work, par-
I 
ticularly faculty counseling activities ••• " 
82/·c. w. Cole. "The Impact of the Expansion of 
Knowledge" , A Reappraisal of the Philosophy and Purposes of 
Higher Education, American Council on Education, Washington, 
D.C.,! Reprinted from The Educational Record for July 1953, 
pp. 3-8. 
1 lUI E. A. Koile. The Development of a Measure of 
I te est For Se ecti Facult Co e ors, A summary of an 
unpu lished and undated report at East Texas State Teachers 
College. 
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Thi$ was to point up any contrast with teachers who had 
little or no interest in engaging in this work of student 
co~seling. Three serie·s of statements representing pro-
?es~ional activities were developed for use in constructing 
tri~d force-choice preference items to which the testae 
responded "like most" and "like least". Statements in 
i 
these three series were called, "Primary teaching prefer-
·ences", nsecondary teaching preferencestt, and "faculty 
couhseling preferencesn. Each of the items presented in 
inv~nt6r,y form consisted of three statements, u ••• one 
frol:n each of th~ three types of preferences. 11 Counseling 
andj non-counseling teachers who served as the ttpopulation~' 
for development of norms were n ••• matched case by case on 
fiv;e variables 'and by groups on four variables,u 
. The rationale underlying the organization of the 
:items was based upon the expectation that counseling 
::,:-:~··:t.ea~be~s:.:'ttlould tend to rank the faculty counseling 
rpreference higher than non-counseling teachers ranked 
rit, and.that the most significant differences between 
1
the two groups would be reflected in responses of the 
two groups to the faculty counseling preferences and 
1to the secondary teaching preferences. A tabulation 
:and examination of the number of weighted scores 
:assigned to each type of preference for each type of 
1response indicated that the. two ~ro1ups· tended to rrespo.nd in the :manner expected • .§.!!::/ 
· Teachers in the applied arts and sciences and in the 
soQial sciences ~btained means which appeaPed to be much 
higher than those obtained by teachers of the humanities 
Slt-/ Ibid., p. 3 
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and: the natural sciences. Although there was insufficient 
evidence to insure differences among the means founded on 
the:subjectsr length of college teaching experience, there 
wer$ significant differences within the means tor teachers 
who had been grouped according to amount of their other 
I 
teadhing experience. uThe greatest difference is between 
the :relatively low mean score of teachers who had no other 
tead~ng experience and each of the means for subjects who 
had taught at other than the college level." Some differ-
ence·~ were .found among means .for teachers from liberal arts 
coll~ges, state colleges, and teachers colleges. ttThe 
liberal arts college teachers obtained the lowest mean 
I 
score, while subjects .from the'teachers colleges obtained 
the highest.n 
Although Cole .found that teachers in teachers colleges 
scored highest as to rt.faculty counseling pre.fereneestt he did 
not investigate:-their ability to counsel, nor their under-
standing o.f the behavior of the individuals they apparently 
desired to counsel. Therefore the need .for this present 
. ' 
• I 
stud~ again seemed to be emphasized. 
! 
More and more recent writings seemed to point to the 
need .for student personnel '\oJ'orkers to perform as 11human 
relations consultantstt. Dr. Raymong Patouillet, as guest 
speaker at a statewide Personnel and Guidance Association 
Conference, was heard to expound this theory which seemed 
9lf. 
in 195lf. to be a direction of thinking of some of those so 
' 
conc¢rned at Teachers College, Columbia University. In 
i 
this,approach there supposedly would be none of the 
dichdtomies referred to above, between teaching faculty and 
the dollege faculty who specialized in the student personnel 
area.~ The student personnel "specialistsu would then aid 
the teachers to work and counsel with their students in a 
way that is not being accomplished to date. All would be 
working together, not as practitioners of a particular 
I 
skill,, to help in the development of the individual college 
student. 
1 That a portion of the thinking, which formed the 
basis! of a study concerned with student personnel work, by 
the ~erican Council on Education Studie~/ corresponded 
to a degree to this present expression was coincidental but 
. perhaps important. ttThe authors of this brochure believe 
that ~he cultural pahterns of a modern campus, both in-class 
and out-of class, can be better understood if the techniques 
I 
and tbols of the social scientist are utilized. 11 The pub-
lication was concluded n ••• with the statement of the belief 
that ~hrough the application of the point of view and the 
methods of the social scientist, the educator may advance 
J Ml R. L. Sutherland, Chairman. Students and. Staff in a ocial Context American Council on Education Studies, 
Series VI, Student ~ersonnel Work, No. 18, Washington, D.c., 
Vol. XVII, March 1953· 
the art and science of" democratic group living.u 
Education in such a social context consists largely 
of inventing and utilizing existing opportunities for 
students to develop--to develop through their natural 
d$sires for approval, mutual support, and individual 
a¢hievement. These opportunities reduce to a minimum 
the need for compensatory and excessive aggression. 
Individuals less frequently resort to these less de-
s~rable patterns if" they are allowed to develop in a 
f~iendly culture which permits differences, and rewards 
individuals for originality and new achievement. This 
tijesis is derived from observations, but is not yet 
confirmed by research. Such research may be the next 
step in the ethnologi7st•s study. or student life on the college campus~ 
"Programs of guidance and counseling service reflect 
a tr~nd toward greater concern with human relationships in 
the t:otal educational program, 'Which, indeed, for teacher 
i 
educ~tion students has profound implications not only for 
thei~ college adjustments but for their subsequent applica-
tion of" guidance attitudes and methods in public sChool 
teach~ng." JJ:Z.I 
This study of The American Association of Colleges 
for Teacher Education offered broad implications for future 
i 
research, yet professed no peculiar preoccupation with the 
basis: for this present investigation into the degree to 
which' college teachers attempt to Ullderstand the behavioral 
patterns of their students. 
i 86/ 
\
. -- Ibid., P• l, • 
. JJ:Z.I J. Shaw and W. E. Dugan, Co-Chairmen, Committee on 
Implementation. Improving Student Personnel Services in 
Teacher Educ§tion, Student Personnel Association for TeaCher 
Education, in cooperation with the AACTE Committee on Studies 
and Standards, August, 19'2· 
Although, on the one hand, certain of the modern 
studies pointed towards a "'human relations" approach, 
quite an apparent majority of the writers and speakers 
! 
seem~d to discover a lack of understanding of such a 
philosophy. 
V. PROBLEM AREAS: ADOLESCENTS 
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To aid in the comparison of reports of the behavior 
of college students by professors and by the students, it 
i 
was ~elt that a basic reference_grouping of typical 
adolescent problems might serve as the necessary visual 
I tool. It was felt too that the feelings exp~essed by 
writers, by the college students, and by the professors as 
to that which constituted nproblem areas" for the students 
' might be helpful in a partial understanding of why reports 
of behavioral situations were similar or, to varying degrees, 
oppos:ed. 
A psychologist, not particularly concerned with the 
present type of study, pointed up an underlying reason for 
this investigation. White88/ wrote that the history of the 
study: of the psychologists has shown that because symptoms 
' 
are srface phenomena, their logical classification corre-
spond scarcely at all to the logic of the underlying 
l 88/ R. W. White. The Abnormal Personality, The 
Ronalf Press Company, New York, 1948. 
I 
I 
' 
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disorders. His comparison indicated that it was quite 
like classifying books according to the material and color 
of their bindings, rather than by what is discussed inside. 
Relating this to high-school age, Remmers and 
Hacket~/ questioned fifteen thousand teen-age children 
as to their most troublesome problems. Most were not far 
removed from college age. Drawing heavily on the trPurdue 
Opinion Paneln, out of which was developed the "SRA Youth 
Inventoryn.221, they worked with what :young people themselves 
said were their problems. In their report they discussed 
these problems of teen-agers as: 
(l) problems of growing up physically, (2) of 
getting along with parents, (3) of succeeding in 
school, (~) of getting along with other boys and 
girls, (5) of understanding themselves, and (6) of 
planning their futures. • ••••• It is our hope 
that through consideration of these problems you 
will get a better idea of young people's point of 
view, and of the importance of these problems tq 
them and to their development into adulthood~/ 
Finding that teachers held a particularly unique 
position in the lives of the majority of adolescents, they 
emphasized that teachers should be acquainted with certain 
tendencies in young people. Teachers, they stated, should 
~/c. G. Hackett and H. H. Remmers. Let's Listen 
:to Youth, Better Living Booklets, Science Research Associates, 
Chicago, 1950. 
.2Q 
, • SRA Youth 
I Inyehtorx, Science Research Associates, Chicago, 19~9. 
~/Hackett and Remmers. Op. cit., p. 5. 
. ~ -l~ (-'- ~-':,;· _,_.,--.:.. 
! 
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realize that some of attitudes expressed toward them are 
really pointed at persons other than themselves; for example, 
at the authority of adults in general. 
Moore's study92/ was to determine the nature and 
number of the problems of high school youth and their 
effect on the thinking of these boys and girls. It further 
attempted to ascertain the degree to which adults in a 
comw1n1ty are aware of the problem. 
The ttPersonal Problemsu discovered in the study were 
from a check list prepared by Moore from the responses of 
the sixteen hundred pupils of the public high schools of 
Malden, Massachusetts, at a request to list anonymously and 
frankly the problems which they or their friends might 
consider presBD.t reality. 
Rank order of the fourteen problem areas as indicated 
by the pupils (unweighted scores) were: 93/ 
l. Relations with others I teachers • • • • • • • 26.99% 2. Achievement in sChool work • • • • • • • • • • 2~.19 
a: Administration of school program • • • • • • • 2 ·39 Educational and vocational future • • • • • • 20-~9 
'· 
Psychological ••• self acceptance • • • • • • • 19. 2 6. Relations with others ••• boys and girls • • • • 19.03 
~ H. Moore. Adult Awareness of the Problems of High 
School Youth, Dissertation in partial fulfillment of require-
ments for the degree of Doctor of Education, 1950, Boston 
University, Boston. 
. ~/ Ibid., p. 20 (of the printed report of the Fourth 
New En and Re iona Conference of the National Voc tiona 
Guidance Association, Portland, Maine, 19 o. 
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Recreational and social opportunities •••• 17.87% 
Finance • • • • • • • • • • • • • • • • • • • 17. 71+ 
Religion and personal philosoPhy • • • • •• 16.70 
Moral issues •••••••••••••••• 16.64 
Physical health and fitness ••••••••• 16.18 
Relations with others ••• parents ••••••• 13.56 
Home and family relations •••••••••• 13.24 
Physical appearance • • • • • • • • • • • • • 12.91 
Although she concluded that before adults can con-
tribute intelligently to the large program of guiding the 
who]e individual they must first recognize or at least be 
I 
awarle of the nature and number of the problems which con-
cern1 those youth whom they serve. 
There is no particular proof that these high school 
prob~em areas, mn one city, are validly indicative of those 
felt', by college students in their four years of study. 
Stressing the importance of awareness of pupils' 
problems, Wright wrote, as indicated in Chapter One, that 
In the last :few decades, high schools have expanded 
their buildings, their programs, and their faculties 
to take care of an enrollment that doubled every ten 
years. Of necessity, high schools went into mass pro-
dUction, somewhat like the factories. They organized 
the curriculum into departments and appointed certain 
h~ads. ~ 
, However, she worried that after being inspected by 
examinations, certain students who could not pass the tests 
were culled out, the others were sent along the line again. 
I 
Very little attention was paid to the problems of youth. 
I 
I 
\ ~/ B. H. Wright. Practical Handbook for Group Guidance, 
Scienhe Research Associates1 Chicago, 1948, p. 11. (As liseed in fobtnote 64/ in Chapter one.) I -
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Any such concern seems not to have been exhibited 
until very recently in research at the college level. Now 
the problem areas are being discussed, but in none of the 
available writings· could this researcher discover an 
attempt to disclose college teachers• understanding of 
these areas as exhibited in behavioral situations. 
Hamrin22/ quotes a well-known educator, the late 
Henry c. Morrison, as having said, uA good teacher should 
spend fifty per cent of his time studying his pupils and 
the other fifty percent teaching them in the light of the 
facts he has found through that study.u To aid in such a 
study, Strang22/ outlined eight problem areas under which 
she roughly classified conditions such as those indicated 
under the "School Problem Area" quoted below. She categor-
ized as 11Areastt: (1) Health and physical development, 
(2) Home and family relationships, (3) Leisure time, (~) 
Personality, (5) Religious life and Church affiliations, 
(6) School, (7) Social, (8) Vocational. Strang's uschool 
Problem Areatt included the following conditions: 
a. Budgeting time. 
b. Ineffective study habits. 
c. Lack of application • 
. ~1 s. A. Ramrin. Guidance Talks to Teachers, McKnight 
and MCKnight, Bloomington, Illinois, 1947. 
i ·~; R. Strang. The Role of the Teacher in Personnel 
Work, Bureau of Publications, Teachers College, Columbia 
University, New York, 1932. 
d. Lack of independence. 
e. Too much help given by teacher. 
f. Lack of interest in schoolwork. 
g. Feeling of boredom. 
h. Inability to see value in certain subjects. 
i. Fear of failure j. Unwillingness to put forth effort. 
k. Dislike for teacher or for school. 
1. Too long assignments. 
m. Impatience with slower pupils. 
n. Poor study conditions in school or at home. 
o. Lack of adjustment of work to mental ability 
of pupil. 
p. Poor preparation. 
q. Too much attention to athletics or other 
student activities. 
r. Feeling of unjustice. 
s. Poor orientation in general. 
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t. Feeling that no one takes an interest in him. 
u. Poor choice of school or of subject. 
v. Choice of school or college. 
w. Planning work in preparation for college. 
x. Truancy. 
Mahoney22/ wrote that the counselor and school staff 
must identify problem areas in individuals before they can 
do anything about them. He suggested that Greenleaf'g2§/ 
list~g of problem areas would keep the educator alert to 
I 
i 
many! si ~uations that he might encounter while working with 
adolescents. Although the conditions under each area are 
not iisted in this study, his problem area divisions were, 
I 
(l) Physical Condition, (2) Character and Personality, 
' (3) Recreational Activities, (~) Home Environment, 
! 9.21 H. J. Mahoney. The Guidance Program Its Services 
and Place in SecondarY Education Connecticut ~tate Depart-
ment \of Educat~on, Bureau of You~h Services, Hartford, 1948. 
i ~ w. J. Greenleaf. Prepared for the Occupational 
Information and Guidance Service, Vocational Division, u. 
S. Ortice of Education, Washington, D. c. 
Boston University 
Soho~l o~ Education 
l.ibrarY. 
·:::~ ~-··~·.-!'~ J·- -
~-: 
. ..;: ' 
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(5) Educational---School Environment, and (6) Vocational---
Choice-of-an-occupation. 
: 
It was f~lt by the writer that there would be little 
valde in including other such listings of problem areas. 
i 
I 
The~e would be much overlap. It was a matter of selecting 
the :most applicable.listing of adolescent problems to be 
employed as a basic reference in the comparison of reports 
I 
I 
of ~ehavior by college professors and by their students. 
, Strang221, in offering a later classification of 
typ~s of problem areas stated, "All we can do is to keep in 
min4 kinds of generally significant behavior and be alert 
for iuniquely important aspects. Some kinds o.f observations 
i 
that are generally significant from the standpoint o.f the 
young person's development are his: 
I 
1. Habitual expression ••• " ••• whether sad, happy, 
I 
hos~ile, suspicious, frank and open. 
i 
2. nGeneral Appearance" ••• type of energy, dress, 
pos~ure, care. 
I 
3· ttHealth". 
4-. nuse of language" ••• vocabulary, fluency, 
i app~opriateness of remarks, how he listens, concepts. 
I 
5. "Reading ability11 • 
6. nnesponse to difficulty or thwartingn ••• low marks, 
not ,elected to an office, when he cannot do or get what he wants. 
~.Strang, Op. cit., p. 38. 
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7• "Response to success.n 
8. nsocial experience and relations with othersu •• 
Is he chosen by his classmates? What are his friends? 
Relations with others? Is he socially gifted? Does he 
move toward, aw~ from people, against them? 
9. ttHow does he handle his emotions ••• u ••• in anger, 
in ~erbal assault, brooding, by constructive outlets? 
10. "Family relations.n 
Although this 1952 listing is not as comprehensive 
as ~er area/conditions classification of 1932, the writer 
I felt that this type of approach used with the comprehensive-
ness: of the former might offer a plausable comparative 
reference base for this present study. However, other types 
of classifications of problem areas were also investigated. 
Typical of tests of personality which might be 
admihistered to college students; and therefore indicated 
problem areas of this age group, was the ncalifornia Test 
. of Personality" •1001 This test bureau felt that good 
perscnality was a balance between self and social adjustment. 
I 
They, therefore, offered as components of personality 
adjustment: 
' 
1. Self Adjustment: Based on feelings of personal 
security, 
\ lOO/ L. P. Thorpe. Appraising Personality and Social 
Ad ustment, Educational Bulletin No. 11,· C~lifornia Test . 
Bure n, LQs Angeles, 1945, p. 2. 
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A. Self-reliance 
B. Sense ot Personal Worth 
C. Sense ot Personal Freedom 
D. Feeling of Belonging 
E. Freedom from Withdrawing Tendencies 
F. Freedom from Nervous Sy~ptoms 
2. Social Adjustment: Based on feelings or social 
security, 
' A. Social Standard 
B. Social Skills 
c. Freedom from Anti-social Tendencies 
D. Family Relations 
E. School Relations 
F. Community Relations. 
Gordon and Mooney:lOl/ wrote that, 11At the center or 
this emphasis on the mental hygiene and pupil per~onnel 
points or view is the idea that to understand students 
. 
better the school should employ methods or systematically 
discovering what problems are bothering them. 11 They listed 
problem areas on their college form check list as being 
1. 
2. 
~: 
5. 
6. 
7· 8. 
9· 10. 
11. 
Health and Physical Development 
Finances, Living Conditions, and Employment 
Social and Recreational Activities 
Social-Psychological Relations 
Personal-Psychological Relations 
Courtship~ Sex, and Marriage 
Home and !t'amily 
Morals and Religion 
Adjustment to College (School) Work 
The Future: Vocational and Educational 
Curriculum and Teaching Procedure 
The area in which the largest percentage or problems 
was marked as bothering college students w~s "Adjustment to 
lOl/ Gordon and Mooney, Op.cit., P• ~. 
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Schdoln. Two hundred eighty college youth checked "Morals 
and Religionn as the least troublesome problem area, with 
"Honie and Family" a close second.1021 
Tabe~/ reported the list of reasons ·for ~eferral 
to qounselors and counseling teachers in the PhiladelPhia 
public schools. Educational and vocational guidance, 
attendance, and behavior or personality constituted 85' per-
i cen~ or more of the cases. Although such evidence is of 
close concern to this study, it was related only to the 
secqndary school level. 
Marsh1041 developed a Personality Inventory Check 
List for college students in which she listed twelve problem 
areas with from five to twelve descriptive conditions con-
cerned with each of the areas. Her divisions were 
A. Facial Expression 
B. Physical Bearing 
c. Poise and Self-control 
D. Speech 
E. Conversation 
F. Tact 
G. Sense of Humor 
H. Sociability 
I. Health 
J. Appearance 
K. Variety of Interests 
L. Character 
1°2/ R. L. Mooney. Problem Check Lists, The Ohio State 
University Press, Columbus, Ohio. 
, lQ3/ R. c. Taber. From a mimeographed report of the 
Director of the Division of Pupil Personnel and Counseling 
of ~he Philadelphia Public Schools, November 17, 1949. 
: ~/ H. M. Marsh. Building Your Personalitv, Prentice-
Hall, Inc., New York, 191+7, PP• 23-26. 
I 
I. 
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Ma:ny reports of this nature were reviewed. It was 
I • decided by the writer that in light or the fact that repe-
. ' 
tit:ion and overlap were evidenced in the majority of such 
findings, little would be added to the present study if 
details within each were to be included. It was decided 
further that concern as to problem areas was to be directed 
onlr to the use of some such listing to aid the investigator 
to categorize the types of behavior incidents reported by 
the college professors. 
VI. ANECDOTAL REPORTING 
The writer discovered so much disagreement as to 
the criteria upon which anecdotal reporting shonld be based 
that it was decided to eliminate the tentative proposal in 
this study to evaluate teachers' inclinations to interpret 
behavior while reporting anecdotally. However, it was felt 
I 
thar the few findings should be included in this research 
whi¢h aided in the formulation of an anecdotal report form 
to be described to the college faculty population partici-
pating in this investigation. 
Prescott emPhasized that the Commission on Teacher 
Education discovered in analyzing such reports that teachers 
I 
wer1 using four approaches to the anecdote: 
1. Anecdotes that evaluate or judge the behavior of 
~he child as good or bad, desirable or undesirable, 
acceptable or unacceptable • .evaluative statements. 
I 
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~. Anecdotes that account for or explain the child's 
~ehavior, usually of the basis of a single fact or 
tfb.esis ••••••••••••••••••• Interpretive statements. 
I 31. Anecdotes that describe certain behavior in general 
t!erms, as happening frequently or as characterizing 
t!he child... • • • generalized descriptive statements. 
! ~. Anecdotes that tell exactly what the child did or 
1 d, that describe concretely the situation in which 
e action or comment occurred, and that tell clearly 
at other persons also did or said •••••••••••• s~pecific or concrete descriptive statements. 1057 
! . 
I 
I 
I 
I 
The desired end in this portion of Prescott's study 
I 
was rto have 
I 
desc~iption 
I 
the teachers include more and more specific 
in their anecdotes and to refrain from immediate 
evalb.ation and interpretation. This approach, the Commission 
! 
f'eltf, would tend to increase the teachers' sympathy and 
I 
empathy with the children they were studying. 
Traxler1061 stated that the prime requisite of 
I 
a.necp.otal reporting or recording was UQbjectivityH. He 
I 
ind.iicated three possible sections for such reports: 
I 
l. ~aport of the incident. This should consist of clear 
i 
I stat~ments of exactly that which took place. He .felt that 
I • 
it wks natural for most to obscure the report of what they 
I 
had bbserved with subjective statements of opinion concerning 
i 
inte~pretations and treatment. Some examples of what Traxler 
lQ2I Prescott, Op. cit., p. 19. 
l06/ A. E. Traxler. The Nature and Use of Anecdotal 
Reco:rds, Educational Records Supplementary Bulletin "D", 
Educ~tional Records Bureau, New York, January 1938. 
. 1 -·-:: ""'='--"··.· -:~y. , ~£.:.· -:: ... - " -~-; J:_lo....,e 
• 0 ~it -... ''. 
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I 
mea.ztt might be: rtShe showed her. jealousyu, nshe showed 
her 1resentment 11 , or 11He tried his best to create dif'fi-
: 
cul1hes". 2. A second section of an anecdotal report, 
Trailer wrote, might be Interpretation. This def'initely 
sho~ld be separated from the report of' the incident, and 
I 
car~fully labeled. 3· He indicated that occasionally a 
i 
Recgmmendation could be helpful, provided it 111as separated 
: ~ 
fro~ both incident and interpretation. Such should be 
pla~ed in a separate, short paragraph. 
, On the other hand Jarvie and Ellingsonl2Z/ disagreed 
! 
I 
wit~ Traxler, and others, who felt that there should be a 
I 
' . 
cle~ differentiation between objective and subjective 
i 
asp~cts of' such reports. These authors stated that they 
I • 
wer~ not overly concerned about such a separation. They 
tho~ht that there were some individuals who would do a 
! 
I 
mucij better job of reporting if allowed to record anecdotes 
i 
i in their own way. They emphasized, however, that anecdotes 
sho~ld always record the objective behavior observed and 
I 
should report both positive and negative behavior. 
In this work done at the Rochester Athenaeum and 
I 
Mec4anics Institute and reported by Ellingson and Jarvie, 
criteria were developed for the selection of behavior 
I 
incidents of' significance. The fundamental question to be 
. lOZ/ M. Ellingson and L. L. Jarvie. A Handbook on 
the Anecdotf!B Behavior Journal, University of' Chicago Press, 
Chicago, 19 • 
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answered in such selection was to be unoes this particular 
beh~vior episode(s) give insight into the emerging behavior 
patterns of the student, and consequently make possible an 
understanding of the degree to which his personal needs are, 
or are not being satisfied?tt. The authors believed that the 
I 
recording or reporting of actual behavior must depend upon 
this criterion because they felt that behavior and its 
I 
significance varies from individual to individual and is so 
particularly personal in nature. 
I 
EmPhasizing the need for reporting or recording that 
whidh involved both quantitative and qualitative factors 
this group developed the nRoc:q.ester Athenaeum and Mechanics 
i 
Inst;t tute Growth Indicator Record11 • The suggested ttGrowth 
Indicatorstt were 
I. Personal Adjustment: Recognizes personal needs/ 
limitations •••••• Has progressively maturing 
goals ••• Progressively evaluates personal achieve-
ment ••• ••• Shows maturity of action •••••• 
Recognizes the biological, psychological; and 
social implications of sex~+, ••• Assumes 
responsibilities •••••• Shows initiativ~, 
originality.: •••• Has physical stability (health) 
••• Seems confident of own abilities •••••• Is 
quiet, reticent •••••• Hides personal feelings ••• 
Recognizes humor in various situations. 
Adjustment to Others: Seems increasingly conscious 
of personal responsibility and relation to (1) 
Soei.ety, (2) Things, (3) People •••••• Cooperates 
actively/passively •••••• Helps others •••••• Enjoys 
companionship of opposite/own sex •••••• Gracious 
in relations to others •••••• Prefers to be alone ••• 
Careful of obligations to others •••••• Depends upon 
others •••••• Acceptsj.Resents criticism ••••••••• 
Profits from errors and suggestions ••• •·· Is con-
structively critical of others •••••• Seems friendly 
and happy in group activities. 
III. Adjustment ot\.Others to the Individual: Show 
active interest ...... Cooperate actively with 
hi~ •••••• Seek advice and help •••••• Depend 
upon him for leadership and ideas. 
IV. Adjustment to Personal Program: Shows active 
interest •••••• Evaluates program in light of 
personal goals ••••••••• Is self-directive in 
planning program •••••• Constantly seeks im-
provement. 
llO 
v. Adjustment to Scholastic Achievement: Seeks 
improvement in quality of work •••••• Recog-
nizes demands and limitations of subject matter ••• 
••• Progressively.derives generalizations from 
subject-matter experiences •••••• Is attentive 
and alert ••• ••11. Participates actively 
voluntarily. l.Q.g/ 
Jarvie reemphasized that the stress in most literature 
was that the best type of anecdote was purely objective, and 
with no subjective comment. He.felt that anecdotes could 
be materially strengthened by addition of interpretive 
statements. In his printed thinking, objectivity should be 
combined and perhaps even interwoven with personal inter-
pretation. 
The reader will observe that at least three schools 
of thought as to criteria for judging anecdotal reports 
were discovered in the research. It was therefore deemed 
unwise to employ any research procedure within this study 
which would require the Choice of one of these interpreta-
.. 
tions of the experts over any other. 
lOB/ Ibid., P• 65. 
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iVII. THE USE OF NON-DIRECTIVE OR CLIENT-CENTERED I 
COUNSELING AS A RESEARCH TECHNIQUE 
There was much in the literature concerned with the 
technique of non-directive or client-centered counseling. 
Howe~er, there seemed to be but comparatively few reported 
atte$pts at the use of this technique as a research tool. 
Certain experts did point to the need for such use, as was 
i indieated in Chapter One of this study. The following 
I 
briet reviews of a few such reports will further emphasize 
I 
I 
neeaand usability. 
Zlatch~/ examined and evaluated changes in 
aspects of observed behavior, feelings, attitudes and 
soci~l relationships, through the use of twenty-two non-
directive group-therapy discussions conducted in a junior 
high school. He reported significant improvement in the 
behavior of fifty-five percent of the adolescent problem 
boys 1 who constituted the research population. It seemed 
important to this writer to have noted that improvement was 
also reported in teachers' observations of the boys' be-
havior in the classroom. 
The findings suggested to Zlatchin that nondirective 
therapy could be applied successfully when adolescents 
I 
' 
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expe~ience difficulties in their social relationships. He 
concluded 
The logical next step appears to be repetition of 
this experiment, and others like it, to determine the 
probability of success under varied conditions. As 
the findings accumulate, more Widespread applications 
should become evident for schools and agencies whose 
prime responsi~lity and concern is with the youth of 
our nation. 1 0 
With view to further delineating measures of agree-
ment:with methods decided upon in this thesis, it seemed 
desirable to review briefly a few studies Within other 
disciplines. Levylll/ reported on t~e non-directive 
tec~que as an approach for the securing of social-science 
data, His non-interpretative analysis of the results of 
non-directively led group discussions with eleventh graders 
was the basis of his study. He felt unmistakably it was 
substantiated that as a method for research, non-directive 
techniques are of great value.. He found group discussions 
to be extraordinary for the freedom with which the individuals 
I 
expressed their feelings. Levy listed the four ways used 
in t~e past by psychologists or the educator for identifying 
the developmental tasks of the adolescent as: ! . 
llO/ Ibid., P• 156. 
, .l.JJ./ S. J. Levy. "Non-Directive Techniques in the 
Study of Developmental Tasks of Adolescencett, The School 
Review, Vol. LVII, Numbers 5&6, The University of Chicago 
Pres$, May-June, 1949, pp. 300-309. 
l. Retrospection by adults. 
2. Direct questioning of children (through 
interviews or questionnaires). 
3·. Systematic observation of Children. 
lf. Deduction from:.analysis of society• s values. 
There was no doubt, he stated, that all of these 
methdds had been yielding. However, he drew from the 
lite~ature many criticisms of each. Fallibility and 
I 
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pove~ty of memory, passage of time and con~equant social 
I 
changes were objected to in the first approach. 
Concerning the second method, rtdirect questioning 
' 
of children (through interviews or questionnaires)", the 
! 
writer believed that often such can be most misleading. 
Corer remarked on this approach as follows: 
Children in university laboratory or experimental 
schools frequently entertain themselves by reporting 
fantastic and imaginary autobiographical episodes to 
earnest graduate students who are making the minor 
studies which eventually result in books about 
adolescence ••• ••• ••• And When these questions 
are asked in school, by teachers, there is always 
the unknown effect of the tendency for children to 
feel that, all things considered, they had better 1121 ~ay what the teacher would like to have them say. -
Systematic observation is limited in his study 
because it demands such amounts of interpretation which 
lends itself to personal bias. Also, ~e ~echnique is said 
to practically exclude verbalizations which are free from 
critkcisms of the observer(s). 
i 
L 112/ s. M. Corey. ttThe Developmental Tasks of Youthn, The erican High School, pp. 70-99 and in the Eighth Year-boo~ of the John Dewey Society, Ediied by H. L. Caswell, 
Harper and Brothers, New York, 1946, pp. 7lf.-75• 
I 
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The fourth method reportedly had many weaknesses 
because of the difficulties arising when an attempt is 
made to ascertain and list the values of any society. 
Levy!!3/ concluded that if by employing the non-
directive technique, difficulties encountered in the four 
listed methods can be circumvented, then usable informa-
tion about developmental tasks of adolescents should be 
more accurately secured. 
Roger~ in one of his many papers, reported 
that the client-centered approach already has proved its 
significant worth in the areas of public opinion surveys. 
Levy, in the aforementioned study, quoted McNemar 
as having suggested that 
It is the writer's belief, subject to correction 
by research, that the results obtained by. highly 
trained interviewers using non-directive questions 
will possess greater reliability (accuracy>for the 
individual), greater validity, greater homogeneity 
for those assigned to an opinion category, and less 
biased than r~7sults obtained by the ordinary polling procedure. 11 
Three quotations from a speech by Carl Rogers are 
here offered as a partial summary of the indications of the 
ll3/ Levy, Op.cit. 
114/ • l.L 
--- Rogers, Op.c~t., p. ~. 
~/ Q. McNemar. "Opinion-Attitude Methodology", 
Psychological Bulletin, XLIII, July 1946, pp. 289-37~. 
\.:;·._ ···-:- ...,.,.. ..... ,. 
applicability of non-directive or client-centered counsel-
I ing: techniques as a research tool: 
The more that his communication is a free ex-
pression, unmodified by a need or .desire to be 
defensive, the more adequate will be the communica-
~ion of the field of perce»tion. (Thus a diary is 
apt to be a bet-ter communication qf the perceptual 
field than a .court utterance where the individual 
l.s on trial.) 
1 It is probably for the reasons just stated that 
Client-centered counseling has proven to be such a 
valuable method for viewing behavior from the person's 
trame of reference. The situation minimizes any need 
of defensiveness. The person is usually motivated to 
some degree to communicate his own special world, and 
~he procedures used encourage this. The increasing 
communication gradually brings more of the perceptions 
~nto the field of conscious awareness, and thus a more 
accurate and total picture of the world of experience 
of this individual is conveyed. On this basis a much 
more understandable picture of behavior emerges. 
• • • • • • • • • • • • • • • • • • • • • It should also be 
added that the dynamic results----for the client and 
for the learning of the therapist---which are achieved 
in client-centered therapy when even a po~tion of the 
perceptual field is communicated, has led us to feel 
.that here is a way of proceeding which is much closer 
to the basic laws of personality process and behavior.ll6/ 
In ~heir 1955 report also concerned with the results obtained 
i 
from the use of client-centered therapy in particular situa-
tions, Butler'. and Haig~/ focused their interest upon the 
se1f-concept as a useful tool in the understanding of the 
·. 
116/ Rogers, Op.cit., p. 18. 
. ll?/ J. M. Butler and G. V. Haigh. n~hanges in the 
Re !ation Between Self-concepts and Ideal Concepts Conse-
qu nt Upon Client-centered Counseling 11.l Psychotherapy and 
Pe sona it Chan e, Edited by Carl R. Hogers and Rosalind 
F. :Dymond, The University of Chicago Press, Chicago, 19~, 
pp. 55-75· 
116 
dynamics of personality and of behavior. It was their 
I 
opini'on that the results indicated that low correlations 
bettq-een the self and the ideal were grounded on a low 
plane of self-esteem related to low adjustment levels. 
They [emphasized that the consequence of client-centered 
couns:eling for the study's population had illustrated a 
rise 1in the level of self-esteem and of adjustment • 
. VIII. CONCLUDING STATEM:EftS 
Matteso~ wrote that college fres~en approach 
i 
thei~ first year with lofty goals and great expe~tations. 
! 
This is the time, he felt, that counselors as well as college 
teachers should utilize these natural motivational factors. 
Howe~er, the author seemed to conceive of eclectically 
skilled counselors and teachers who could choose appropriate 
techriiques to aid the students to self understanding. In 
the ~bove pages it.was indicated that there is practically 
no e~idence in the literature of the ability nor the in-
cli~tion of college teachers to understand nor to interpret 
objectively these student motivations and resultant behavior. 
Emphasizing the undemocratic approach of those 
teacners who violate the tenets ar their profession if and 
W-nenlthey strove to use the1r position to confer on others 
I llS/ R. w. Matteson. "Self-Estimates of College 
Freshmentt, The Personnel and Guidance Journal;, Vol.XXXIV, 
No. 5, January 1956, pp. 280-284. 
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their ideas, their values and their interpretations, 
I 
El~idge 1'1cSwain also wrote 
• Teachers have the privilege to listen, but we 
also have moral responsibility to make an honest 
interpretation of the difference between what we 
think we have heard and what may have been the 
thought of the other person. We also have the 
privilege of hearing someone express that which 
'is quite in conflict with our point of .view. How-
:ever, before we condemn the view, we should be 
1ready to ask: What is the basic for the other 
:person's point ~of view? What is the difference 
~between that point of view and mine? We should be 
~an examiner of our points of view as well as an 
1 examiner of the views we have heard.ll9/ 
D. ;S. Arbuckle underscoring the requisites in the training 
i 
oficollege teachers and the more difficult task for the 
I . 
tr$ining institution of measuring his personality patterns 
st~ted that among the several characteristics of the good 
coUnselor and those of the good teacher was the following 
which seemed to be particularly applicable to the present 
study. 
He will be an individual who has not allowed the 
intellectual task of teaching to dull his sensitivity, 
' so that he reacts to verbalisms rather than to feelings. 
~ He will understand what is said, but he will react more 
, to what is being 11feltu rather than to what is being 
11 said 11 • l.aQ/ 
I ,!!2/ E. T. McSwain. "The Teacher as a Social Force", 
~T~li~e;.,_;;T~e:.::a~c:::h::::e:;:r~a::::s~a~S:;.:o~c~i=.::a:::l~F:.::o~r~c=-=-e, Report of its first annual 
Education Day, College of Education, Wayne University, 
D~troit, 1955, pp. 9-18. 
I I 120/ Arbuckle, Op.cit., p. 2lt-
l 
I 
'· 
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Speaking before a professional group about the im-
portance of the psychological basis for counseling, 
Freehill pointed up the following issue for education today: 
, . • ••••• Certainly what we perceive is related to 
w~at we believe, and certainly what we do results 
fi-om what we think and is changed by what we think. 
Consequently an evaluation of the vague belief that 
naoing is all that is necessary" boils down to a 
question of2whether the idea is nonsense or utter nonsense. .l..J:( 
Langeveld highlighted possible intimations a reader 
mig~t assume from the lack of information in the literature 
i 
as t:o college teachers' understanding of student behavior 
' 
when he wrote about counselors and teachers: 
~---- must be morally independent in their activities 
from any 'Staatsraison•, from any inclination or 
qbligation. Guiders, however, are human. Also in 
this respect they have their own opinions and more or 
less explicii ideas about life and what a child should 
be or do to become an adult. When philosophers think 
about man and what he is, they always think in terms of 
11adul t" man. And any non-philosopher does the same. 
This means that the educationally sophisticated as well 
as the educationally naive educator always implies in 
his interpretation of the child a perspedtive on adult-
hood and on what man has to do to be a real adult. On 
the door of the world a notice might be shown: For 1221 Jl.dults Only. Paradise, indeed, started the same way..=:== 
' 
1211 M. Freehill. "Counseling", Proceedings of the 
Annual Summer Conferences and Inst~tute, Bulletin, Western 
Washington College, Bellingham, 19 5, pp. 75-85. 
' 
I 122/ M. J. Langeveld. 11Some Considerations on the 
Ethics of Guidancett, Reprinted from The Year Book of Educa-
tio~, 1922, Published in association with The University of 
Lonion Institute of Education, Evans Brothers Ltd., London, 
195f· 
ll9 
Because the present study was concerned with the 
training of future college teachers as to the evaluation 
I 
of t4e behavior of their students, the recorded recqmmen-
datidns of a national Life Adjustment discussion group 
I 
were ,considered of valued interest. Hornbake reported that 
thisigrou:p, chaired by D. M. Sharpe, Director of Profes-
r 
sion$1 Laboratory Experiences, Indiana State Teachers College, 
I . 
agre·d·t~at 
The appraisal of student needs, growth and achieve-
ment is an integral part of good teaching and should 
contribute to the improvement and effectiveness of the 
instructional program. Appraisal and evaluation should 
be thought of as regular teaching duties. 
Teachers tend to appraise and evaluate their students 
i~ the ways they have been evaluated. It is, therefore, 
i~portant that teachers• pre-service college contacts 
with evaluation practices be as comprehensive and sound 
as those which the colle3el wishes them to follow when t~ey become teachers. 12 
This group, concerned with, UPupil Appraisal in Rela-
tion' to Teacher Education and Instruction", felt that one 
of the primary problems connected with this issue was that, 
uclassroom accomplishment, primarily in subject-matter 
mastery, currently characterizes the usual evaluation 
effowts employed by teachers coming from teacher education 
I . 
inst'i tutions .u They stated that teachers were in need of 
123/ R. L. Hornbake. Report of Discussion Group 11E", 
npu il Appraisal in Relation to Teacher Education and In-
str ction", Pu~il Appraisal Practices in Secondary Schools 
Cir ular No. 3 3, Federal Security Agency, Office of Education, 
Was ington, D.c., 1952. 
.,.::: :·-=::.: ,. :._~--~·· ··,.:-.~!~.';'~-:·:-:···1·"·f:'i~:~·._;·;o·- ··:··-~.·:--~- ~-~· .. ,_~~-~~~--=-·~· .. _:.- ...... ·--,....-:, .... 
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help in understanding how greatly significant were the 
differences in pupil capacities for evaluation. They also 
discussed their belief's that "Academic professors in teacher-
education programs frequently resist change •••••• u, and, 
therefore, goals and needs of the individual remain 
obscured by curriculum requirements. They further agreed 
that 
The preparation of teachers who are aQle to 
participate in comprehensive programs of evaluation 
should be a part of undergraduate, graduate, and 
in-service professional programs. Competencies in 
evaluation can then be paced or associated with the 
teacher's professional maturity and experience •••••• 
••• ••• ••• ••• Teachers should be able to appraise 
pupil progress in the direction of a variety of 
objectives: inte117ectual, emotional, social, moral, aesthetic, etc. 124-
IX. SUMMARY 
The recognition of behavlor for what it is was pointed 
out as being a need in aiding the individual to adjust at 
any school age level. The majority of the investigators 
.felt the need .for understanding human behavior, and in 
particular for discovering the problems of young people. 
They noted the necessity for adolescents to be allowed, 
within a certain framework, to express feelings if greater 
learning were to result. However, they were concerned 
I 
I 
because they felt that, in general, these needs are not faced 
124-/ Ibid. , p. 76. 
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! 
in the sc~ools. There seemed to be considerable agreement 
thatjthe generally accepted mode of attempting to under-
stan~ behavior from an external frame of reference was much 
affe~ted by accompanying dogma and domination. Only a 
I 
sati~factorily encouraging environment. can facilitate growth. 
It is a positive process which cannot be forced or coerced. 
Only a few of the studies concerned with teachers' 
understanding of pupil/student behavior contributed directly 
to this study. They did, however, emphasize the need for 
such; an investigation. One of the outstanding studies 
condUcted at the elementary school level concluded with the 
strong suggestion that comparative findings at varying age 
and educational levels must be assembled if teachers• in-
cli4ations and abilities to understand individual behavior 
i 
are Ito be realized. 
There were records of studies at the elementary school 
lev~l wherein emphases included investigation of snap judg-
ments made on the basis of personal pre-occupations of 
i 
I 
tea~hers, of establishment of methods of exacting observation 
of pupil behavior, and of learning to clearly and anecdotally 
I 
record behavioral incidents. Also there was an abundance 
of +iterature concerned with the need for understanding 
I 
I 
teaeher effectiveness. There were implications that the 
! 
per$onal growth and development of the teachers largely 
aff~cted what happened to school youth. 
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Only a few of the studies attempted to relate pupil 
succes~ or failure with teachers• understanding of pupil 
behavior. The researcher discovered none which related 
findings and conclusions to the understanding of student 
behavior at the college level. 
Many investigations, mainly sociometric in nature, 
intimated the effect of teachers• interpretations of pupil 
behavior on social acceptability of pupils. These studies 
further highlighted the need for specific research as to 
teachers' understanding of student behavior. Nowhere did 
the researcher find attempts to have correlated such find-
ings with the effects on teachers• observation and reporting 
of behavioral instances. 
Several investigators found emPhasis emerging in 
student-teacher relationships involving the recognition by 
the students of the power of the teacher. 
Certain studies at the high school level strongly 
suggested that educational administrators establish the 
securing of knowledge of their pupils as a major objective 
for teachers. Such recommendations were based on the 
results of researc~ which pointed to a lack of such practices 
and understanding. 
Studies had been made of the problems faced by college 
students. However, none were found which concerned them-
, 
selves with the understanding of these problems on the part 
of college teachers. 
123 
Although self and job concepts held by college 
teachers seemed to some writers to form a partial block as 
to active participation in the counseling programs, none 
of the studies seemed to attempt to discover why the class-
room personnel did not in general feel that they were 
concerned. 
A trend seemed to be reflected toward more concern 
with the human relationships approach in college education 
programs. However, many of the writers, implying need for 
future rese~rch, found a lack of understanding of such a 
philosophy on the part of college teachers. 
Recent research and discussion were evidenced at the 
college-level as concerned the problem areas raced by 
adolescents. However, the researcher could find no en-
deavors to disclose college teachers• understanding of 
these areas as exhibited in a college situation. 
Although the client-centered technique of counseling 
had been discussed in detail in the literature, few had 
attempted its use as a research tool. Certain leading pro-
ponents of its use pointed to the successful applications 
which had been employed with adolescents whose difficulties 
were of a social nature. Its worth had been proved in 
public opinion surveys. It was thought by others that 
usable information concerned with the developmental tasks 
or adolescents might be accurately secured by using the 
non-directive approach. It was felt further that such a 
tecpnique pointed to a way of proceeding close to the basic 
laws or personality process and behavior. 
The researcher did find a multitude or studies 
devbted to several of the facets of the problem of student-
teapher relationships. A few of the investigations were 
concerned with behavior appraisal practices at the college 
i 
level. None were comparable to the present study. 
-- ---;;;.-
____ 
CHAPTER THREE 
METHODS OF PROCEDURE 
In describing the procedures employed in this 
' 
pre'sent study attention will be given to the background of 
metb.ods used to determine its need, and to those techniques 
applied in the handling of the colle~ted data. 
Definite indications of the need for such a study 
wer1e found in the literature, and reported in Chapter One. 
In addition, persons particularly concerned with the problem 
wer:e polled in order to secure information which might 
further justify the need for pursuing and conducting this 
kind of research. After selection of the population for 
final poll, revised letters, questionnaires, and return-
, 
addressed postal cards were sent throughout this country 
and to several foreign countries. The returns, definitely 
I 
adding to the implication for need of an investigation in 
thiis area, were handled and reported as indicated at a 
lat':er point in this chapter. The three items of corre-
spondence were reproduced in Appendix A. 
Having established the demand for a study of these 
particular facets of the interpretation of human behavior 
final selection was made of the research laboratory; anec-
dot~l forms for the reporting of atypical behavior were 
devbloped for use by the college professors, and in-service 
l 
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training conferences were held with all of the members of 
eac~ of the college departments. 
Reports of teachers as to atypical behavioral 
I 
' 
instances, and the interpretations of the students concerned 
wer~ recorded and filed over a three year period. Only 
tho~e cases were retained and used in whidh the narrations 
' 
' 
and the method of conducting th~ counseling sessions con-
for~ed completely with definite criteria set for such in 
this study. These criteria, and all other procedural 
methods, are outlined later in this chapter. A separate 
two1 hundred ninety page volume of case studies, apart from 
this main thesis, was thus developed. 
Those reports in which the faculty and student 
int~rpretations of a behavioral i~cident compared positively 
wer~ recorded, reported, and analyzed in a group separated 
from those anecdotes wherein there was negative comparison. 
Those case·s in which there was total or partial 
negative comparisons of the same instance(s) of student 
' 
behavior were then treated separately as to "report of 
significant feelings expressed by the students and the 
college teachers coneernedu, ttcomparison of types of sig-
nificant feelings expressed", and "comparative analysis of 
problem areas and problem conditions reported by the 
i 
sturents and teachers". 
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In Addition, delimitations, logical analysis, basic 
assumptions, concluding procedures, and tentative conelu-
sions were reported. 
Within this general framework of procedure the more 
spe:Cific steps which were taken are presented in the pages 
that follow. 
I. THE DEVELOPMENT OF AN INSTRUMENT TO ASSIST 
IN DETERMINING NEED FOR THE STUDY. 
In order to add to the evidence presented in Chapter 
One; as to the need for this investigation, forms were 
developed and forwarded to a jury of twenty-five. After 
the: various items of correspondence were revised on the 
I 
I 
basis of their experienced reactions they were mailed 
thr:oughout the country, and to several members outside the 
I 
Unfted States. In this procedure the following steps were 
taken: 
A. • Development of the Forms 
A brief description of the lack of information con-
cerning the inclinations and abilities of college professors 
i 
to !recognize, describe,. and evaluate types of student be-
ha~ior ~as developed in personal request letter format. 
Postulated on types of information which seemed to 
be lacking, and worded so as to apply to the accompanying 
le ter of explanation, a tentative questionnaire as to the 
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need ~or the study was evolved. Styled about the manner in 
which the questions were asked, a return-addressed postal 
card ~or the simple checking o~ replies was added. 
B. Preliminary Polling 
The twenty-~ive persons to whom the request was made 
~or assistance in the developing o~ a reliable device in-
cluded college pro~essors concerned with student personnel 
services, graduate students on leave ~rom such college 
positions, Directors of College Admissions, and State 
Supervisors of Guidance who also taught in colleges and 
universities. 
C. Final Formulation o~ the Forms 
The members o~ the sample jury were invited on four 
separate occasions to participate in the process o~ develop-
ing the questionnaire and return card. Based on their 
questions, criticisms, and suggestions the three items o~ 
correspondence were revised ~ive times. 
D. Final Distribution of the Forms 
The revised inquiry was then ~orwarded to the entire 
membership of the Student Personnel Association ror Teacher 
' 
Education. The recipients were the three hundred seven 
memb~rs of this organization o~ficially listed by the 
I 
i 
national headquarters o~ the American Personnel and Guidance 
I 
Assocliation, the mother organization. 
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The explanatory letter with the exception of the 
letterhead and mention of the name and position of the 
senlder are reproduced in Appendix A • The questionnaire 
and return card are reproduced in full. 
II. TREATMENT OF THE RESPONSES 
TO THE QUESTIONNAIRE 
As indicated in Chapter One, seven of the individuals 
li$ted as members of the final jury could not be contacted 
for various reasons. Two hundred twenty, or seventy-three 
and one-third per cent (73-l/3%) of the three hundred 
me~bers with whom the researcher could communicate responded 
to :the questionnaire. Several of the jury wrote letters as 
I 
well as returning the executed forms. 
The responses to Questions I and II have been reported 
in Chapter One to indicate the overwhelming indication of 
need for the present study; and more detailed results are 
reported below. 
Responses to all questions were classified on charts 
with a report of total findings. The letter correspondence 
and the master chart were arranged in bookform. Because the 
jury had been assured by the researcher that their responses 
wo~ld not be associated with their name nor institution, no 
subh actual reproduction was made within the formal presen-
, 
I 
tation of this study. 
.,.,... . . ..... ~ .. _ 
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Although it seemed needless to reproduce such 
within this study, the next chart developed was one on 
which six linear divisions were made to correspond with 
t~e number of questions on the reply cards. The column 
divisions conformed with the numerical or percentage 
de~ignators indicated as possible answers for each of the 
qu~stions. On this chart final tabulation of answers 
within the forty possible classifications was recorded. 
The following is a reproduction of the final 
compilation of the results of two hundred twenty replies 
to the six questions asked of the international jury as 
to the need for the present study. 
On the enclosed, return-addressed card will you 
please answer the following questions concerning 
the inclinations and abilities of college 
professors to recognize, describe, and evaluate 
types of student behavior? 
I. · Do you feel that this is a problem which is sufficiently 
evident at the college level to justify analysis of certain 
of its aspects? 
Yes: 203. No: 6 Uncertain: 11 
II~ Would it be worthwhile to attempt a study of the simi-
larities and/or differences between appraisals by college 
professors of students 1 behavior and the students• inter-
pre1tation of the same reported behavior situation? 
I 
\ Yes: 190 No: 10 Uncertain: 20 
III\· If such a study were to be made, should the emphasis 
be placed on an analysis of these similarities and/or 
differences, and not on an attempt to prove that either 
the'. faculty or the students were 11rightu or 11wrongtr? 
i Yes: 210 No: 0 Uncertain: 10 
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IV. If in your institution this problem seems applicable, 
in,approximately what percentage of cases do you feel the 
interpretations of behavior differ? 
5'per cent: 7 lto per cent: 24 80 per cent: 6 
lO'per cent: 6 50 per cent: 41 90 per cent: 3 20:per cent: 14 60 per cent: ig 100 per cent: 0 30 per cent: 32 70 per cent: ? • 58 • 
V. , In such cases to what percentage are the interpreta-
tions opposed? 
I 
4o 14 5 per cent: 12 per cent: 80 per cent: 5 
10 per cent: 18 50 per cent: 30 90 per cent: l 
20:per cent: 26 60 per cent: 6 100 per cent: 0 
30· per cent: 23 70 per cent: 6 ? • 79 • 
VI• Assuming that only those relatively rare cases would 
be' used wherein the student voluntarily brought the problem 
to the counselor without knowledge that the incident(s) had 
been referred by a faculty member ••• how many comparisons 
woUld you consider acceptable to make such a study valid? 
25: 7 
50: 13 
75: 17 
100: 60 
125: 3 
150: 30 
? : 80 
Other ntimbers: 10 
The clear cut percentages of positive answers to 
questions "I" and nii" pointed to a definitely felt need 
I 
' f~r investigation to be made in the areas emphasized in . 
this research, and for the study as a whole. It was felt 
by 92 per cent of the jury that analysis of certain of the 
aspects of the problemwas justified. Two per cent of the 
two hundred twenty answered in the negative. It was found 
that 86 per cent of the group stated it would be worthwhile 
t~ attempt a study of the similarities and/or differences 
I 
I 
b~tween appraisals by college professors of students' 
I 
·.·• ..... , .. -
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behavior and the students' interpretation of the same re-
I 
ported behavioral situation. Among the jury 2 per cent 
believed that such was not worthy of study. 
Of the judges 95 per cent were definitely affirma-
ti~e in their belief that any such study should be concerned 
only with the analysis of these similarities and/or differ-
! 
ences, and not With any attempt to prove either faculty or 
stUJdents as "rightn or "wrong" in their intrepretations of 
behavioral instances. 
There was wide diversion as to estimates of the per-
ce~tage of cases in the institution of the juror wherein 
the~ felt that the interpretations of behavior differed; 
' 
and as to the percentage of cases in which the interpre-
tations were opposed. As an example, it may be observed in 
the: report of final compilation of types of replies that 26 
per: cent of those answering were uncertain as to the per-
centage of instances in which interpretations of the same 
act[( s) of behavior by teachers and students differed. Two 
per1 cent stated percentages of' u5rr, 111011 and 11 8011 ; less than 
2 per cent i'elt that such was the case 11 90" and 11 10011 per 
cent of' the time. Fourteen per cent reported differences 
' 
in ''30 per cent" and in 11 50 per cent" of the cases. In 36 
! 
peri cent of' the returns the writers had no idea as to per-
i 
centage of opposed interpretations. Thirteen per cent 
th~ht it might happen in 11 5'0 per cent" of the cases; the 
.;.'·-:.,: _).''"V:'~7-· . '· •. :-· 
. ,, .. 
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othe~ answers scattered beyond usable pattern. 
Answers to Questions III, IV, and v, with their 
extr~me scatter and lack of response pattern further em-
phasized the fact that little is known in colleges and 
I 
universities of the logical analyses and primary premises 
of this present study. The compilation of replies re-
I 
emphasized that in institutions of higher learning through-
out ~he country very little is know.n of the inclinations 
and abilities of college professors to recognize, describe, 
I 
and evaluate types of student behavior. 
III. SELECTION OF A RESEARCH LABORATORY 
The college, With its population and its services, 
descfibed in detail in Chapter One was accepted as a suit- · 
able,research laboratory for the purposes of this study by 
the committee under which this study was conducted. 
IV. DEVELOPMENT OF THE ANECDOTAL REPORT 
FORM FOR FACULTY USE 
The reader Will recall, as was reported in Chapter 
Two, that several schools of thought were discovered in the 
I 
lite]:ature as to the inclusion of the use of interpretation 
! 
in ~ecdotal reporting and recording. It was decided, after 
I 
I 
consiltation with members of a State Department of Education, 
and $everal professors in the areas of psychology and/or 
stud~nt-personnel work, that the anecdotal report :form best 
l3lf. 
suited for this study should include a section for inter-
I pretative reports. However, for purposes of later evalua-
tion* they felt that the item on the form which would allow 
for ~aculty interpretation, should be separated from the 
section designed for the objective reporting of the 
I 
incid.ent(s). 
The final form has been reproduced in Appendix B. 
The <livisions on this "Referral Form" were: 
I 
Na,me of student. 
Time, date, place. 
Description of the situation. 
Teacher's interpretation of the incident(s) (if 
desired). 
Recommendations by the teacher. 
Name of teacher reporting. 
V. ACCOUNT OF IN-SERVICE TRAINING MEETING 
WITH MEMBERS OF EACH OF THE COLLEGE DEPARTMENTS 
OF THE RESEARCH LABORATORY 
To approach maximum validity and reliability this 
study required that all of the faculty in the college serv-
ing as the research laboratory should be cognizant of the 
request to report instances of atypical behavior on the 
part of any student as observed by them. In addition, it 
I 
was 4ecided that each faculty member should be familiar 
I 
withjthe methods of reporting such behavior. 
! 
I The researcher contacted the chairman of each of the 
college departments and requested that he be permitted to 
! 
meet·with the staff members at their next regularly scheduled 
,.-,·~··: ... 'i''f'~,.,~,~~..,,,._'"'._,._ ,·· .. ·- ,.,.,~. -,~ ... , .•. :; .. --~-.;:~. ''?."'"' . ·•:;·:""'::''"{•·-~"--'O;''.·~~:·"ll'"':'<:·-.,.-: '7·· CJ·--:::;<--:""·"P!'_J'~~;:<-¥-:·,'F" -~ 
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dep~tmental meeting. It was felt that b,y not requesting 
a sp~cial meeting, possible antagonism might be lessened. 
This researcher tape recorded and memorized the 
words indicated in Appendix C under the title, uRequest 
Made to Faculty for Anecdotal Reports on Observed Instances 
of Atypical Behavior of Studentsn. Such an approach was 
' taken so that the possible "stiffnessn of the written word 
would not be included in the presentation of the request 
for ~ssistance in the reporting of atypical behavior 
incidents. This procedure was adopted also in an attempt 
i 
to ascertain that each of the groups would hear identical 
pres~ntations of the basic request. 
Although the discussion pattern varied within each 
depaftmental meeting, the researcher created the opportunity 
to deliver all of the recorded statements to all the groups. 
Also, at each meeting, unless the question were 
asked, the discussion was guided to a point where a faculty 
member would request a clarification of the term "atypical". 
In each session the researcher presented six examples of 
what,had been considered as atypical behavior patterns in 
a college situation by twenty college professors questioned 
i 
in p~rson by the investigator •. At that point in each of 
I the meetings discussion by the staff members was, as far as 
I 
poss~ble, guided in a non-directive group-discussion manner. 
In e~ch instance the groups were asked if they had any 
·-·~r-=-·!- -"~-1,,:~r.~rr~~"!':t~~~~ ~ ,~~ ~":"'~·· .. ~-~;~:: .. ~ :.:,;:-~.;. .... ; ..... ~~'::.~"~~-~-~~--.. -... --:: ... ~~,~~~~~J~.,.~~~::~;-~_-.,_~-7.~,..-- ·:~Jw.:::c·- ..... :~- '---~~ - ·, <-·_<;- ;<;~-_-,-..- ·~ • ~-:~-,-~-~~~--~"'-~-~- • 
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' 
further questions as to the meaning of the term natypical", 
and/or concerning the report form. 
VI. DESCRIPTION OF COUNSELING SESSIONS 
WITH STUDENTS 
The next procedural steps to be described constitute 
the ,core of this study. 
At the outset of this part of the study a tape re-
corder was employed if the student concerned seemed to 
acc~pt the suggestion of its use without visible hesitation. 
However, all such recordings were eliminated from this final 
study. The researcher spent many~ours listening to play-
bac~s in an attempt to evaluate counseling sessions recorded 
in ~his manner, and comparing them with conferences wherein 
onl~ shorthand notes were recorded in the presence of the 
counselee. Although it was impossible to develop any ob-
I jective proof pattern to the effect, it was felt that flow 
I 
of :t;eeling and expression of attitudes was somewhat hampered 
in certain instances. This seemed to be particularly true 
in :five cases where the researcher compared taped sessions, 
and later or earlier conferences with the same student during 
! 
whicP, only shorthand notes were taken. 
' 
I Although it was recognized that these evaluations 
constituted subjective reasons for the elimination of 
i 
mech~ically recorded counseling sessions, and that such 
I 
i 
I 
...;.:;: -....,.,. -,~~~ •.: -~~ c.;'-•"•.. - •'""::;•- ·""":......,..;r-: ...... 
\ .: 
137 
woul~ have been more perfectly complete for final analysis, 
i 
the pesearcher felt that it would never have been known 
I 
how kany counselees would have been affected negatively by 
i 
the presence of a microphone and machine. 
Throughout all meetings with students, reporting 
suchi behavioral situations as described above, a client-
i 
. centered counseling approach was employed. In no conference 
did such seem to interrupt the description of the behavioral 
I 
I 
situfition being reported. This was and may be checked in 
i 
the peparate volume which reproduces verbatim the cases 
re~okaed, and in the samples presented in Chapter Four. 
I 
i It was decided that although names of persons, 
locations and things might be altered in the case reports, 
only: selected cases should be included in the main thesis. 
Thesb anecdotes would be representative of the total number 
I 
of c~ses, but were to be of such a nature that the identity 
of t~e faculty member and the student concerned would not 
be 4-scernible. 
VII. EXISTENCE OF A SEPARATE VOLUME 
OF CASE REPORTS 
Because of this decision as stated directly above, 
whij was accepted by a university committee, the reader 
sho d be informed, as indicated above, that there exists 
as a co-production with this investigation a two hundred 
•• "2- ·~·- •. 
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ninaty page volume containing the verbatim reports by the 
fac~lty and the counseling conferences with the student for 
each of the total number of cases involved. This volume 
was reviewed by a jury of experts. Upon these reports were 
I 
based the comparative analyses of the similarities and/or 
I 
dif~erences of student-faculty reporting of identical 
I behavioral situations. 
! 
VIII. TREATMENT OF ANECDOTAL REPORTS 
RECEIVED FROM FACULTY 
Over a three-year period every faculty report of 
studbnt behavior made directly to the writer was recorded 
in detail and filed. This included the executed report 
forms (very much in the minority), and the recorded tele-
phone, note, and in-person reports. Whenever possible 
these reports were recorded verbatim by the researcher who 
woul~ request the teacher•s permission to 11write it down 
just 1 as you have said it". In all other cases notes were 
made:during the report-interview, and written in detail 
immediately follo,dng the conference. 
i 
IX. TREATMENT OF RECORDS OF COUNSELING 
SESSIONS WITH STUDENTS 
The method of recording the counseling sessions has 
beenidescribed in a previous section. 
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Notes were taken by the counselor during every 
counseling session in each college day during the period 
whi~e this portion of the present study was being conducted. 
If it were evident from the outset that a student was there 
I 
to d~scuss a behavioral situation which might be of the 
type: to be included in this investigation, more detailed 
i 
note~ were taken. In the large majority of such cases the 
notations were verbatim transcriptions of all the major 
words voiced by the counselee as written in the counselor 1 s 
i 
pre~ously learned method of shorthand. In all instances 
when: this type of counseling session was evidenced, a com-
! 
plet$d recording of the conference was made immediately 
upon: the departure of the student i'rom the counselor 1 s 
office. 
The records of each such session were filed it a 
faculty member had not at that point voluntarily reported 
r 
the behavioral incident(s) to the counselor. 
I 
A. Treatment of rtPositive" Reports 
r 
All reports of teachers which indicated outstanding 
abilities and accomplishments, and/or described evident 
improvement in the students• academic, personal or social 
statJs were carefully filed for further reference. However, 
I 
thes~ reports also were included in the study only if the 
I subj~ct were brought to the attention of the counselor by 
I 
I 
the student(s) in question. 
J:· 
l4o 
The reader will note in Chapter Four that the types 
of behavioral areas were categorized to indicate the nature 
i 
of p~sitive reports made by a college faculty. However, it 
will;be noted also that the data offered little of value 
for eomparative analysis purposes. 
B. ~reatment of "Negative11 Reports 
All reports of teachers indicating student behavior 
which to the faculty member was considered to be question-
' 
able 1were also filed for further reference. 
When, and only if, the student involved voluntarily 
came ito the counselor to describe and discuss the identical 
behavioral incident(s), and only if it were possible for 
the dounselor to conduct the counseling session in a client-
centered atmosphere were any of these faculty reports in-
' clud~d in the present study. 
Having received voluntary views of the same problem 
situ~tion(s) from both the faculty member and from the 
i 
stud~nt, the reports, recorded in complete detail, were 
filed together for future possible comparison as to 
similarities and/or differences in interpretation of the 
event(s), statements as to the problem, and recommendations 
for Juture action. 
i 
I 
C. T1reatment of' "Significant Feelingstt 
I 
! The next procedural step consisted of' a comparative 
·~·:-~~~1~~~.~~~~~·~>~-.. ~\,.·r-~~~;,··~:_;·~t~.·~;~:··.~~~;~~. . ... - -, .. , """'~w~:·f .J!¥~r~~-?*~.~~:r ~-.,~:~~{F{~-~~Jtt.,.···t~~;\ . ~-T 
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ana1ysis in adjacent-list-column-form of the'~ignificant 
feelingstt expressed by the faculty member(s) and by the 
student in their separate reportings of incidents of 
' I 
atyp~cal behavior. These were entered in juxtaposition, 
as reproduced in Chapter Four, so that the researcher and 
! 
the ~eader might make rapid visual comparison of the ex-
pres~ions and of the import of these feelings within each 
I 
of the reports concerned with student behavior and 
personality. 
! 
D. Treatment of "Types" of Feelings 
These "significant feelingstt were then categorized 
into.classifications or tttypestt of feelings to further 
crystallize the procedure of comparing the rtproblem areastt 
concerning the teachers and students involved in each of 
the cases reported. The listings as to "typesn of feelings 
expressed were based on the writings of experts skilled in 
the use of the client-centered counseling techniques. The 
"typet' charts are included in Chapter Four. 
E. Treatment of 11Problem Areas 11 and ttProblem Conditions 11 
As indicated in Chapter One the researcher reviewed 
manyiwritings concerned with the classification of types of 
I 
prob~ems faced by adolescents. StEangrsll outline of eight 
l/ Strang. Op. cit., p. 100. 
"prdblem areastt was chosen as a basic reference for this 
step in the researcher's procedures because she also had 
I 
rou~hly categorized several "problem conditionstt which had 
been found to exist within these well defined areas. After 
sev~al attempts to use other groupings of' problems faced 
' 
by youth it was found that her studied combination of' areas 
and conditions made for added clarification of' analyses as 
indiicated in chart form in Chapter Four. 
The results of such analysis were to be further 
offeted as indication of' the problem areas considered of' 
! 
sign~f'icant importance by college teachers to be reported 
as examples of' atypical behavior on the part of' college 
I 
students. 
X. DELIMITATION 
In describing the procedures followed in·the 
i 
organization of' this study a decision of' delimitation 
shou+d be noted. As indicated in Chapter Two, it was 
realized that the experts disagreed as to the use of' 
interpretation in anecdotal records and reports. Also, 
there was disagreement as to ways in which interpretation 
shouid be indicated if it were included. Because of these 
vari+us conflicting views, it was concluded that any attempt 
to rJport and analyze college teachers' inclinations to 
I 
incl~de interpretation within their anecdotal reports of 
student behavior, would be futile. 
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This decision was based also on the discovery that 
so £ew of the faculty who reported student behavior made 
use of the nReferral Form", described and presented to them, 
on which had been included a section for "interpretationu 
if s~ desired. 
XI. LOGICAL ANALYSIS 
It had been decided that for logical analysis the 
study should attempt to compare and evaluate the results 
of viewing behavior from (a) the external frame of refer-
ence' and (b) from communicating with the individual in a 
I permissive atmospnere concerning his own interpretation of 
i 
the perceptual field. The above described approaches to 
charts for illustrating comparisons was felt to be the 
least unwieldy and the most illuminating. 
XII. FURTHER DELIMITATION CONCERNED WITH 
' SELECTION OF CASES TO BE INCLUDED IN THE STUDY 
Included in the study were only those cases wherein 
the students concerned voluntarily initiated the description 
and discussion of the behavior incident(s). Further, this 
I 
anal~sis incorporated such reports only if it seemed evident 
the student was not aware or certain that the professor had 
I 
info~med the counselor of the situation; or if he openly 
verbalized on the faculty interpretation. 
I 
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It was realized that such delimiting criteria would 
greatly add to the time required for obtaining a suitable 
num~er of case studies for use in this investigation. 
i 
However, it was felt that such restrictions would place the 
rese:archer, as objectively as is possible in a study of 
I • 
human behavior, in the vantage point for receiving the 
persbnality accounts from the internal frame of reference 
I 
of the individual himself. The researcher insisted that 
an easier, less time-consuming approach would lessen any 
validity and objectivity which might be possible in this 
I 
subj~ctive area of investigation. 
It was feared that if the researcher included the 
reports of counseling sessions wherein the particular 
problems to be studied were brought to the attention of 
the ~ounselee by the counselor the truest feelings, atti-
1 
I 
tude~, and reactions of the client might never be aired. 
Thist it was felt, would block the approach to viewing of 
these reactions of the individual from the internal frame 
of r~ference. 
XIII. BASIC ASSUMPTIONS 
It was assumed that those professors who reported 
stud4nt behavior would be representative of the faculty who 
cons~dered such referrals as part of their responsibility. 
' 
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The researcher was presumed to be qualified, through 
ppofbssional courses and counseling experiences, to conduct 
the counseling sessions in such a way that most variables 
would be eliminated. 
XIV. CONCLUDING PROCEDURES 
After recording and analyzing the extent to which 
facuity and student interpretative reports coincided 
and/br differed, modes of similarities and of differences 
I 
were 1 listed and compared. 
X:V. TENTATIVE CONCLUSIONS 
In light of the degree to which there was discrep-
ancy between faculty reports and student interpretation of 
the instances of atypical behavior conclusions were drawn 
as to the need for reconciliation. 
XVI. CONCLUSION 
The procedural steps taken in this study were so 
chos~n because experts in the use of the client-centered 
coun$eling techniques had agreed that the feelings expressed 
! 
by a1client served as keys to the solution of the actual 
I probiem(s). They had indicated that change in the 
coun~elee's feelings toward himself, toward others, and 
towaJd the problem situation in which the subject found 
I 
I himself almost inevitably preceded his obtaining insight 
llt6 
into the problem, and his planning of any change of action. 
It seemed logical, therefore, to assume that the feelings 
expressed in the faculty reports of student behavior as 
compared with the feelings expressed by students might offer 
the core to the analysis of college teachers' understanding 
of student behavior. 
CHAPTER FOUR 
RESULTS OF TrlE INVESTIGATION 
The previous sections have applied to the nature of 
the problem which has been examined and tested in this 
I 
study as well as having pointed out the need for such 
inv~stigation. The literature yielded inadequate informa-
tio~ as to the extent of the problem when related research 
I 
was reviewed. The methods of procedure utilized from that 
point on to carry out this study have been detailed. 
' Chap~er Four will illustrate four of the five types of com-
parative analyses employed to produce the results of inves-
tigation as reported in Chapter Five. 
I. RESULTS OF rr POSITIVEu REPORTS 
Sixty-two of the one hundred sixty-two cases included 
in this study were characterized as being "completely 
positive". They reported positive behavior patterns on the 
part1 of students. In these sixty-two instances there was 
complete agreement as to the reports of interpretations of 
behavioral incidents or records on the part of the college 
I 
teac~ers and the college students concerned. 
I The only particularly pertinent fact evolving from 
analyzing of th~se data was that fifty-six, or ninety per 
cent~ of these reports offered indications of "academic 
growth" • This improvement had been recognized and 
verb~ized by both parties involved. The six remaining 
I 
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'accounts were reports of personality and social develop-
ment• 
! 
To reiterate, the sixty-two reports represent, as 
do the one hundred accounts of "negative" comparisons, 
I 
' 
only' those cases wherein the students involved were un-
aware that a college teacher had reported the instance, 
or at a later date would refer the incident, to the 
counselor. 
Several examples of the nposi ti ve Reports" are 
reproquced in the following Table. The sentences were 
extracted from the contexts of counseling conferences 
and referral interviews •. 
TABLE l 
· - --· ·- REP6RTS ·FRm.f-·OOLUGE-~-100]-STTJDENTSn-eONCERN.En- WITil ACADEMIC lffiOWTH WHEREiw-
THERE WAS COMPLETE AGREEMENT AS TO THE BASICS OF INTERPRETATIVE REPORTING 
TEACHER'S REPORT 
1. I am delighted to report that _ 
has ttseen the ligP,t". With this 
improvement he should now pass the 
course. 
2. Tremendous surge. He has advanced 
from a nntr to a high 11Bn. 
3. I am thor'oughly pleased to be able 
to report that Miss is im-
proving steadily since our talk 
with her. 
4. It appears now that the----
Department will accept him as a 
major. From a low ucu in I 
he now has advanced to high 11B" 
work. 
5. Etc. 
STUDENT 1 S REPORT 
1. Gosh, I'm happy. All of a sudden 
with Al 1 s help, I 1ve no worry that 
I'll pass. 
2. Hey Mr. , look ~t these. I 
canlt believe it; five 11A's" in a 
row. You told me I could do it .• 
1 1m doing it. 
3. Guess that did the· trick, Mr. • 
It brought me to my senses, and now 
I'm really concentrating and work-
ing and my marks show it. 
4. I thought you1 d like to know, after 
all our talks, that they are going 
to consider me for acceptance again. 
I 1m hitting it now. 
5. Etc. 
•-! 
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TABLE II 
·· - ------- REO?ORTS- FROM COLLEGE TEACHERs- AND STUDENTS- CONCERNED WITH-
PERSONAL AND/OR SOCIAL DEVELOPMENT WHEREIN THERE WAS COMPLETE AGREEMENT 
AS TO THE BASICS OF INTERPRETATIVE REPORTING 
TEACHER'S REPORT 
1. I have to admit that I wasn't en-
tirely correct in my interpretation 
of as an immature extrovert. 
I had occasion to watch him take · 
over in Student Council last week 
and he did a beautiful job; sensi-
tive yet firm, and even considerate. 
2. What a difference in • ·you 
should have seen him at the ____ _ 
dance Saturday night. I've never 
seen such an improvement in manners, 
in social graces, that were almost 
non-existent before as far as I was 
concerned. 
STUDENT'S REPORT 
1. Mr. , I had what I consider to 
be a chance of my lifetime in 
Student Council yesterday. When 
~~- called on me to take over the 
chair, I was scared to death. I 
guess I had talked and bragged a 
lot and maybe he· was just out to 
get me, but now I don't think so. 
Anyway, I said a quick prayer and 
faced :tt. You know, I think I know 
how to be humble now. Now I know · 
I can do something well and I don't 
have to u cover upn for being scared 
anymore. 
2. I wanted you to be one of the first 
to know. and I were engaged 
last night. I don't know what she 
ever saw in me. I realize I was 
crude and sloppy in the way I acted 
and even dressed. I used to think 
it was because I didn't care; but ~ 
now I know that it was just a lack ~ 
of values. She 1s pulled me out of 
that, and I'm still trying. 
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TABLE II ( CONTINUED ) 
TEACHER'S REPORT S~UDENT 1 S REPORT 
3· Did you see today? He was 3. Thought I 1 d drop around to say how 
much I 1m getting out of my practice 
. l.f.. 
back from his training in • 
My goodness, what a change. Do you 
remember that awful mustache and the 
side burns; and how he used to 
interrupt any conversation at any 
time so that he could be the center 
or things? I almost fainted when 
I saw the wonderful difference in 
his appearance. Why, he held my 
chair for me· in the cafeteria, and 
before I would have been.lucky if 
he hadn1 t tried to grab it for him-
self. I had to ask questions to get 
him to talk. Otherwise he politely 
listened to me jabber on; and I 
found myself doing just that. You 
knew I was worried about him, so I 
thought I would tell you about the 
change in him and in my impression 
or him. 
Thought I 1d give you a real surprise. 4-• 
I am writing a reference, and a good 
one, for for a National Science 
Foundation Award. Do you recall that 
two years ago I reported to you that 
teaching in • I only have an 
Evening College course here this · 
term; so don't get to see you. I 
notice you are looking at me, trying 
to figure out what is different. 
Yes, the extra hair pieces are gone, 
and for good. Those high school 
kids really pointed up what you 
people were·politely trying to get 
across to me. I know how I was 
walking around with signs on my . 
back saying, nplease look at me. 
I'm not afraid to attract attention.u 
It is evident that I was "tisking for 
it. Now I don't need it. I feel 
better this way. 
Thank you, Mr. for acting as a 
reference for me. I want that 
scholarship more than anything else 
in.the world at this point. Did 
you know that Dr. is writing 
1-' 
~ 
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TEACHER 1S REPORT 
~. ( Continued ) 
it had been a mistake to have ac-
cepted him into the college? I was 
sincere in my belief. Now I am glad 
that I didn't force my vote to keep 
him out of the Department. He has 
improved 100% as a person, in just 
about every way. 
l, 
'· What have you done for that fellow 
..,...,.. __ ? Why, I wouldn't know him as 
the same man I reported to you two 
months ago. There is an amazing 
difference in the way.he talks and 
acts and it is all for the good. 
STUDENT'S REPORT 
~. ( Continued ) 
one too. Golly, a couple of years 
ago I couldn 1 t have asked him. He 
thought I was an irresponsible goon. 
Now that I look back, I was. A 
lounge houtid, and thought I was a 
lady killer, and regular big time 
man on campus. But, boy, did the 
work required in the Depart-
ment and the profs take the wind 
out of my sails. I 1m really grate-
ful it happened before it was too 
late. 
'· I want to thank you, Mr. , for 
hot throwing me out of your office 
that day when I blew my stack. And 
your advice has certainly paid 
dividends. Oh, I don't mean that 
the way it sounds • I really have 
changed and there t s nothing two-
faced about it. I really tried 
working at a belief that people, 
particularly the professors, weren't 
against me, and it really is working. 
By the way, I even get along fine ~ 
'\v.i th Dr. no'"i and can see '!& 
where he is a swe l guy. 
·~ 
' 
~~ 
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TABLE II ( CONTINUED ) 
TEACHER'S REPORT 
6. You asked about Miss several 
weeks ago and you'll remember that 
I too was worried about her. I am 
delighted to report that she has 
made an almost complete switch as 
to her class personality within 
the last week. She no longer acts 
afraid, and as though she were on 
the verge of tears. She even con-
tributes to class discussions. 
It is most refreshing to see. 
STUDENT'S REPORT 
6. Yes, I know it, Mr. , I 1ve been 
using pour umirror trick" all week 
since I saw the doctor and actually 
have been smiling every day. I 
have figured out now what you were 
trying to get across to me. He 
says there is absolutely nothing· 
wrong with me physically. I think 
you were trying to get me to face 
what was really bothering me and 
now I can. I don1 t cry all the 
time now. I just feel good. 
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II. REPRODUCTION OF FIVE 
OF THE ORIGINAL CASE STUDIES 
15'1+ 
A two hundred ninety page companion volume contain-
ing,the full accounts of the original case studies is in 
separate existence. The core of this research is found 
thetein. Because of their verbatim nature, even though 
nam$s of persons and places were omitted, the researcher 
req~ested and received permission to maintain this as a 
dis~inctive volume. It is available to qualified students 
of research. 
The merit of the counseling approach, the recording 
and the transcriptions of the case studies was established 
after a qualified jury perused the contents of the separate 
publication. 
So that the reader might have a more complete under-
standing of the counseling approach and the types of cases 
rep¢rted, and the extent to which each was recorded, five 
of the first thirty of the one hundred cases now to be 
analyzed are reproduced in full below. Only those sections 
of counseling sessions wherein the material was applicable 
to the comparative analyses within this study were included 
I 
in the separate volume and in the follo~dng duplications. 
The choice of the five from the first thirty cases 
' 
was 1based on the intent to include only verbatim reports 
'~ ;.~ ... - ~ j ·:: ' •,-.....: 
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i 
i in ~Y section of this study wherein identity of persons 
i 
I inv~lved would not be disclosed. There was no attempt to 
I 
sel~ct cases which would present the counselor's approach 
in its best light, nor those which would point up the 
. ! 
hyp~thesis of this research. 
CASE I 
A. i Miss X---
1 
1He failed my course once and you can just see that he 
doe~n't want to be in it this time. The other day I asked 
i 
him! a question and I .found that he was sound asleep. I 
fir$J.y believe that he should be put out o.f my course. In 
facy, from what I've seen o.f him he doesn't belong here, 
i 
he ~hould be put out o.f the college also. 
i 
B. itT--- B----
' i 
: s1 Gee, Mr. Clark, I'm really in an awful spot and I 
wish I could get some help, too. 
c1 Some trouble here at school? Is that what you mean? 
s2 Uhh--ye-yes, sir. I--I 1ve been reported to D-Dean 
X--- fr-from--by Miss X--- .for not doin1 my work 
in the class-- I failed it once--and she says that 
I was asleep in class. 
c2 She thinks, then, that you--u-h-m--are not doing 
your work particularly well. Is that it? And 
she's--u-h-m--also reported you for being asleep 
in class. Is that what--I think you said that. 
---:·~·,·:~~~~~~~-"1!~~~~~~~t~~f\ :;~;~ 
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Same thing this. time--I'm scared to death of her. 
I always have been. And she just rubs me all the 
time. She's out to get me. Do you think I could 
go to Dean X---, sir, and talk to him about it? 
1C3 Sure, J---, I would think so. I see no reason not 
to. Why do you ask? 
!84- Well, she reported me to him and I 1 m--I 'm--I just 
thought I'd better talk it over with somebody first. 
[c4- U-h-m--o.k., if you like. 
1s 5 And another thing, Mr. Clark, I was not asleep. 
Honest, I wasn't asleep in class. 
You feel, then, that she's mistaken on that score~ 
Yes, sir, and·I can prove it, too, 'cause--ne 
kidding--! actually can remember the question she 
asked me. 
b6 You heard the question, then, but--u-h-m--well, 
you didn't answer it? 
1s7 No, I--I didn't know the answer and--and--and so 
I--I just plain didn't try to answer. 
1c7 U-h-m--you didn't know the answer and, therefore, 
said nothing to her when she spoke to you? 
fa 
I 
I 
~8 
Yes, that's right. But, it's happened before and 
I just didn1 t dare answer because several times 
She's ridiculed me right in front of the whole class. 
You feel, then, that if--u-h-m--you had tried to 
I 
-- r· .,._.,,, '!.~'T'f~} '< ~"-'"1l:\\:'~-:~·ec'··:' . . .. , •: ., .. ~.-""·"""'~ 'io'"'"·:··~"l!!r:}?*"tf',":""'"~~;'l'i)"'''?~-4~'~F~.~?'~;-""""'~·:~:~~:;_•:'1~~ 
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answer and didn • t have the right answer that she 
would ridicule-you? Is that it? 
s9 Yes, and she's done it before and, brother-boy, it 
really hurts. 
c9 You feel that--u-h-m--you didn't want the class 
to know you didn't know an answer to a question 
she might ask? 
s10 No, I--no, it isn't that so much. It's the way 
she hounds on to me. She's always doing it. Even 
in the hallway she's done it to me. Right in front 
of people," too. She hasn't any manners • 
. 
c10 You don't--then you don't--u-h-m--well, you used 
the word "ridiculen. You don 1 t like to have her 
ridicule you and particularly not in front of 
other people. 
s11 Course noto Who does? But she's got it in for me 
and partiaularly since I failed her course once. 
And, well, she's always after me about something. 
1 N that day I can remember just as plain as any-
thing I had another reason then, also. I had 
another reason but, well, it wouldn't do any good 
to tell ~' the old-----. 
c11 You say that she 1 s--u-h-m--always after you as--I 
believe you said--did you? But--u-h-m--even with 
that, on that particular day you had a special 
... 
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reasmn .for not wanting to try to answer? 
,812 Oh, I s•pose it'd sound silly to most people, but 
I can prove this, too, in that my roommate can 
tell you how upset' I was. My.girl, well, you know 
who she is--over in the Dorm--I don't need to tell 
you. Well, she broke our engagement the night 
before. How would you .feel? Would you want to 
go to a class that you didn't like anyway and when 
you 1re, well, kind o.f scared o.f the teacher and 
have that bothering you at the same time? 
,c12 It seems to you, then, that--u-h-m--it 1 s bad I 
enough, as you say, with these other things, but 
that when your girl broke off your engagement 
that was, well, the straw that--and so on. Is 
that--is that what it is? 
813 I--I--I--yes, yeah. I agree with you on that, 
and, you know, I'm still not over it. I love her. 
I love her yery much and I think about her all the 
time in all my classes, but none of the other 
teachers have complained about me •cause I've 
done my work and even though I--I--well, I just 
don't know. 
Etc. 
·, .~ .... ;~~ -. 
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CASE II 
1 
••••• a crude, uncouth individual who does not belong 
i 
in $n institution preparing teachers. He's sullen and 
I 
i 
unresponsive, and, if he keeps up his present actions, 
I 
I 1 1~ demand that he be removed from my class. 
B. G--- A---
s1 Did 1-.fr. X--- talk to you about me, Mr. Clark? 
c1 Something has happened, has it, that you think 
that he would be coming to me? 
1 82 Oh, cut it out now, sir. You know. Has he been 
to you yet? 
' i 
:c2 U-h-m--yes, G---, he has. He came to me today. 
1 s3 I bet I can tell you what he said about me. I 
bet I can almost use the words that he used. You 
know he called me in after class yesterday and, 
boy, did he call me down. 
c3 U-h-m--you have a pretty good idea, then, that 
he's quite upset with you? Is that it, G---? 
1 S Huh ! Upset ! That 1 s not the word for it. Did he ilf. 
tell you that I'm crude--I'm crude--and that I 
don't respond right in class2 (Pause) Yes, and 
he told me right out--talked to me right out in 
the corridor, too, with people going by. They 
could hear him. 
iclf. That doesn't set very well with you, then, is that it? 
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. S5 You know why he said that, Mr. Clark? You know 
why he thinks that? I do. I can tell you right 
off now. I do. 
:c 5 You think, then, that--u-h-m--you know why he is 
thinking these things? 
iS6 Sure, I know why. And I can get other fellows and 
women in the class to tell you I'm right, too. 
,c6 U-h-m-m-m-----
iS7 Yes, he thinks he's a big clown. You have to 
laugh at his jokes, or else. Everybody--all the 
kids in school know that. You get warned whenever 
you take a course with him. Well, last Monday I 
just didn't feel like laughing at his jokes--and 
I just didn't. 
c7 On Monday you didn't particularly feel like it? 
Is that it? But other times it's been maybe a 
little different? Maybe I'm misinterpreting you 
here. 
s8 Oh, I've never felt like laughing at him, and I 
feel two-faced for doing it. Sometimes I'd just 
look the other way or something like that, but on 
Monday !--well, it was just too much. I couldn1 t 
take it. 
Pa You couldn't force yourself, then, on Monday to 
laugh when you thought he wanted you to laugh. 
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1 
s9 No, I didn't. And how'd he f'eel if' he f'elt like 
I 
I did then and still do? But he didn't give me a 
chance to talk and tell him. 
1c9 Then you had a particular reason on that date that 
--u-h-m--Mr. X--- still doesn't know about? 
I 
I 
\S10 I'll say. You know my wif'e lost the f'irst baby we 
--we were going to have and she's been having an 
awf'ul time this time, too. On Sunday I took her 
to the hospital and she was hemorrhaging and she 
still was on Monday, too. But the doctors over 
there at the --- Hospital told me that I couldn't 
do a thing and that they were going to take care 
of' her, she would be all right this time, and to 
go on to my classes. Well, if' your wife's sick 
and you want children--here she is hemorrhaging 
(even though she 1 s all right now, but I didn't 
know for sure that she was going to be then) well, 
would you feel like laughing at some inane jokester 
in a classroom? 
c10 Well, your--u-h-m--wife's condition, then, made it 
pretty difficult to--u-h-m----
:s11 Well, \'That does a guy expect? 
I 
!c11 You think, then, if he knew it would make a difference? 
,s12 Well, probably not, but he ought to at least give 
I 
me a chance to tell him something, but by the time 
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he got through with me I was so damn mad that I 
oGuldn't talk anyway. .Let--let him fiunk me. 
That's what he's going to do, I bet. Look at my 
grades in the--my average in that first 
qourse that•s required. That, I should think, 
proves I can do the work, but he's just going to 
buffalo me. 
f12 You feel pretty oertain, then, that--u-h-m--you 
i 
I 
can do the work, but--u-h-m--it 1 s a question of 
personalities now2 Do you think that if you got 
all your work in and--let's just hypothetioally 
say--u-h.,..m--you got all "B" grades that you would 
still flunk the course? 
1 
CASE XVI 
A. }!r. x---
"Guess we've got to give up on him. I doubt that 
he 1 s very much good now that he 1 s back anyway. It surely 
doesn•t look like it. I'd say just call the whole thing 
of'f'.i Get him out of here. He's cutting his classes and 
i 
Mr. Y--- reported to me that he smelled beer on his breath 
I 
in olass. I called him in and I told him off', but it didn't 
I 
do any good by the looks. He was sullen and he glared at 
me ahd w~ldn't talk about it. I just say let's close the 
I 
. -; 
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book on this one. 
B. W--- L--- (W--- L---, a veteran of World War II, re-
turned to the college and then was called back into the 
reserves to serve in the Marines again. The veteran, 
therefore, is now in the college for a third time. In the 
instance reported below, W--- asked the writer if he 
could talk with him outside one of the Student Lounges.) 
s1 Well, I'm in a spot again, Mr. Clark. 
C 1 (Pause) U-h-m--in a spot again, you say, W---? 
s2 Mr. Clark, someone I lfuke and can trust has just 
got to give me a boot right in the rear end. 
c2 You're worried enough about whatever this is 
that--u-h-m--you think you need a little push, 
is that it? 
s3 Yes. I think that you know that I want to teach. 
I know that I want to teach, but, well, since I 
came back--back to college after this--oh, you 
know what--this second term here in the Marines 
--well, it's hard to settle down. 
c3 It's more difficult to--well--settle down to the 
routine of college life now that you're back this 
time, w---? 
S~ Uh--ye-yeah, I think you put it right. It isn't 
just the routine, particularly, I like it--back 
with my friends, back doing the thing I want, but 
l6lf 
--a-h-h--damn it--all this stuff they shove at 
you in class, it seems to be just a bunch of 
unadulterated ----. Every so often it sticks 
right here (pointing at throat), and I just can't 
take it sometimes. 
C~ Now that you're back this time--it's u-h-m some 
of the materials that are given out in class or 
what the prof says that are difficult for you to 
take. This bothers you, does it? 
s5 Now, don't misunderstand me--l think that the 
profs are pretty good and some of them are very 
good. And in some of the classes that are pure 
subject matter classes I don't feel this way. 
But, well, some of the other stuff--well, I know 
I don't need it to teach. It doesn't seem possible. 
Some days I don't even go to classes for a whole 
day. 
c5 Some days·it even gets to the point where you 
don•t----where you even cut your classes, because 
--u-h-m--well, these things, as you say, sort of 
stick in your throat, and you're pretty certain 
you won't need these later "When you get out 
teaching. 
s6 Well, now, When you put it that way, I don't mean 
it quite so strongly. I am sure most of it is 
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needed but, heck, I can get it from a book. I 
don 1 t need to sit for an hour and listen to it. 
Mr. X--- called me in the other day--well, yester-
day--and he gave me the devil, but I just couldn't 
explain something like this to him. 
C6 You just don't feel like going to him with some-
thing like this--u-h-m--
87 Oh, he just--he won't listen. He just jumps right 
in and tells me o:ff. Anyway, well, you were a 
veteran, Mr. Clark. You know what--I should think 
you'd know what it would be like. You feel a little 
dif:ferently when you get back. And now here's the 
second time and I'm just achin' to get through here, 
and I just have to sit and listen to a lot o:f hog-
wash. They talk to us like kids:.. Would it be 
the same anywhere else? 
c7 U-h-m--would you explain what you mean there, W---? 
What do you mean--the same in another school? 
Sa Yeah. You know, I'd trans:fer if I knew I wouldn't 
be talked to like a high school kid. 
CASE XXII 
A. Mr. X--- (when asked :for a progress report on Miss C---) 
ushe's a strange girl. In fact, I was going to report 
her to the Dean o:f Women, but guess it slipped my mind. 
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She' is inattentive in class, and doesn't pay attention. 
The; only time she says anything is when I call on her. 
Then her answers are clipped and mumbled. She always 
looks away from me. She evidently is not much interested 
in my subject nor in me. She'd better get to be--if she 
expects to pass my course.n 
I 
B. ! E--- C--- (evidently she had been crying) 
s1 Mr. Clark, I----- (starts to sob) Oh, I didn't 
want to do this crying again. I'm afraid I look 
so foolish to you. 
:Cl No, E---, you'll not look foolish to me. Believe 
me. Just let it come--let it come just as much as 
it has to, don't worry about me. 
s2 (Many attempts to start, but then each time begins · 
to cry.) I-I've got to leave college. 
,c2 Something has happened, E---, that makes it 
necessary to-----
s3 I can't tell my folks WHY, Mr. Clark. I--I can't 
--I just can't tell anybody. 
;c3 It's something o:r the nature that, well, you can't 
tell people about it? 
:Slf. Oh, but it'll sound so foolish. It isn't a good 
I 
I . 
reason, and I know it isn1 t. It's so childish. 
c4 U-h-m you feel, then, that ths reason:··itself isn't 
--a-h-h-h----
I 
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s5 Well, (pause) Ilm scared to death of standing up 
in an English class--"t>rell, to perform. The other 
courses aren't bad because it's just answering 
questions that the prof asks. 
'C 
. 5 This feeling--this feeling, then, u-h-m, isn't 
too apparent in any classes except your English 
classes, u-h-m, where you have to stand up, and, 
as you say, nperformtt? 
; s6 Yes, that's it. I'm scheduled to read a poem 
before Mr. X--- 1 s class next Monday morning and I 
just can't do it. I can't do it, Mr. Clark. I 
just can't. 
i jc6 U-h-m--u-h-m, you're so, u-h-m, frightened of 
having to stand up before this class to read the 
poem that, well, it's just come to the point that 
you can't do it and you feel that the only way out 
is to leave college? 
s7 I don't, want to, I don't want to, honest, but--
well, I haven't eaten for two days. 
c7 It's gotten to be so bad that you can't even enjoy 
any food or eat. 
:s8 It isn't only just that, Mr. Clark. I didn't sleep 
one single night last week, and I know it's so 
foolish. 
c8 Well, this has become so---vrell, so tough for you that, 
u-h-m, it's even affecting your eating and sleeping? 
j I 
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S9 (Bursting out in tears again) I'm all right with 
children--honest, I am. I love to work with kids 
and I can talk with them, too, 'cause I've worked 
with Sunday School groups and camp groups. But 
with my own age group I don't know--I just don't 
know what to say. It frightens me so that, well, 
when I have to--like this--to perform before them 
I just--I just can't take it. I can't stand it. 
C9 Your own peer group, your--well, the students here 
or the same age and class, they frighten you to 
stand before them and talk, but you do know that 
you like to work with children. It's been proved 
to you yourself that you like it? 
:s10 Oh, I love to work with kids. I really want to 
work -vli th them. I wouldn't be here if I didn't. 
c10 You know that you like to work with children but, I 
1 as you said before, there's this hurdle of ngetting 
byn talking to your own ag:e group that you have to 
take and make i.f you're going to graduate so that 
you can work with the children and--u-h-m-m-m---
s11 Oh, that's part o.f it. I know if I'm going to 
teach I'm going to have to get over them. But I 
can't--I can't! (Sobbing) 
ell Ir, u-h-m, you're going to be able to teach the 
ones that you already like to work with, you say 
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that (I guess you said, didn't you?) you•re going 
to have to try to overcome this but it's, at this 
point, pretty rough. 
s 12 Oh, I just can't explain it to you. Not--these--
my tears--I--I don't want to cry but, maybe I 
could explain it bett~r if' I didn't cry but--well, 
I can't help that either, now. (Long pause) 
Right up to my senior year, Mr. Clark, right up to 
my senior year in high school I was actually good 
at it. I liked·· acting, and reciting before the 
groups--the kids in my class--that didn't bother 
m$ at all. 
c12 ~hen this, u-h-m, fear of talking before, u-h-m, 
the college students of your own age hasn't been 
--well, in the past, I mean, you weren't afraid 
of talking to your own groups. As you say, up 
until your senior year you actually liked to do 
it. U-h-m, you think perhaps that something 
happened then that, u-h-m, made you have this 
fear and made you feel this way. 
I hadn't thought too much about it until now, 
but I do remember now, sort of, that the English 
teacher that I had in my senior year made me do 
the usleepwalking Scene" from Macbeth. She actually 
made me sleepwalk and I--well, I felt so foolish 
. , .i, . ·'~"'~·~:f·~;o.;?_Y!J~<~) ;• .. ,.'7'~;···~~,::-~o·.~l":'~~·~ ;~.~~~~j"~lf::z¥··t"~i'£¥,"5}k\4>··t· ']:i'¥3.\IJ0.%FM .!'E 
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and the kids--everybody in the class--all laughed 
at me. 
., 
c13 You think then, E~--, that they were making ~un o~ 
ZQS? 
s1~ Oh, probably they didn 1 t mean anything mean. But 
ever since then I've been just simply petrified to 
get up before a group. 
c1~ Well, does it seem to you then to, u-h-m, pinpoint 
(I mean, this trouble) pinpoint itself' about around 
that time and in that--well, another English class? 
s15 Gee, I never thought about it in that way, but 
maybe it's because it's English and I am scared of' 
Mr. X--- a little bit, just as I was of' her. 
Etc. 
The counselor and counselee discussed possibilities and 
means of overcoming this fear, and alternatives if' such were 
not possible. The counselor suggested, and E--- accepted 
the following plan as a f'irst step: She was to practice 
reading her poem that night as though she were preparing 
~or the actual class. The next morning she was to come to 
a scheduled classroom to "per~ormn. In the room would be 
the counselor acting as the English professor figure. The 
counselor's secretary approximately the same age as E---
would sit as the class. E--- arrived the next morning 
smiling and looking much 11 better". She said that she had 
-.~ .. ~ .. ,.~· 
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had a good meal the night berore and had slept that night. 
She: read to Cathy, the secretary, and to the counselor. 
Both orrered suggestions rrom their viewpoints. It was 
the~ planned, and E--- accepted it seemingly gladly, that 
the counselor would ask several students, whom he knew 
wel1, to sit in a classroom on the next Thursday morning 
I . 
as though they were the .group to whom she was going to 
tal~ and E--- was to come in prepared to read her poem. 
On ~he appointed date she appeared. She was very nervous 
at ;f'irst, but "went through with itn. The group listening 
mixed praise and positive criticisms very nicely. E---
did all the required work and passed the course. The 
rol~owing is a copy of the note received rrom this 
troubled young lady: 
"Dear Mr. Clark, 
• I want to thahk,. you very much r or the time you gave 
me.l I also want you to know that I have really appre-
ciated your help. I know now that I will be able to race 
' 
my problem, and fight back at it. 
Thanking you again, and the others that gave me their 
time when I needed help, 
Sincerely yours, 
E--.... c ... - ... rr 
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CASE XXV 
A.: Mr. X---
nNo, I don't mind you calling me about F---. However, 
I cannot see how we can be concerned with him to too· great 
an 
1 
extent. He does not have the capabilities required :t:or 
be4oming a teacher--even i:t: he were not handicapped by 
! 
th~s speech de:t:ect. In my estimation he is not intelli-
i 
geJi.t enough to do college vrork. Although, o:t: course, I 
i 
haie had him in only this one class, I would say that his 
st~ttering is.probably not based on too deep a cause. 
I 
I •~e heard him talk plainly when not in the classroom. 
l 
It !seems to me that it is brought on by tension in a 
si~uation wherein he does not have the intellectual ability 
I 
I 
to :handle himsel:t: well." 
I 
B. : F--- C---1 
I F--- was re:t:~rred to the writer by the Dean o:t: Men. 
I 
ThJ student, a stutterer, was allowed to enter the insti-
l . . 
t~~ion on probation. He was admitted to the 11General 
I 
Ed~cation", two-year, program only. This means that he 
• I 
wi:rll not be considered as a candidate :t:or teacher-training. 
r 
In !a conference with the Dean he indic~ted his strong 
desire to "make the grade" here so that he might be 
acC1epted in a nteaching majorn. This situation was dis-
cu~sed with the Dean and with the writer. F--- then 
I 
in4icated that he would like to talk about his a:t::t:liction 
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to see if he might obtain some help. The first of three 
cotinseling sessions, as recorded below, deal not With his 
I 
I 
edttcational/vocational Choice, but rather with background 
da~a so as to compare with a professor's interpretation ot 
F-~-. 
i 
On a Wechsler-Bellevue, administered by the writer, 
F-~- rated as follows: Verbal Scale, 115 I.Q.; Perform-
an4e Scale, 113 I.Q.; Full Scale, 116 I.Q. 
I Although other conferences followed, it is felt that 
these three are sufficient for purposes of comparative 
i 
analysis. 
; First Session: The writer was unable to record 
coipletely at. this :f:!r st coni'erence. Beaaus e o:f this, 
only the gist is included. The sections of the following 
i 
second and third conferences are as recorded verbatim. 
I (When asked by the counselor to try to recall 
important events in and memories of his childhood.) 
1. "I started to stutter in kindergarten.n 
2. "The teacher was rough. She whacked the othe.r kids." 
"She 1 d rip up our papers if, for example, you 
couldn't write your name well. I was kept after 
school a lot." 
11 She was tough. A good teacher, though." 
"She was about 518rt and 170 pounds. Now she 1 s much 
thinner. Her face was pretty, and she didn't wear 
glasses.u 
17l.f. 
tti didn't dislike the Sister, I guess; but I was 
awfully scared of her." 
uwe had to bring a dime a week, and she didn't 
want any dirty dimes. No, sir.u 
nonce my mother gave me a banana to take to school, 
and the teacher took it, and I never got it back. 
(Laugh) I saw it in her desk a lot later--all 
black.u 
ui had twin brothers who were three." 
110ne rainy day my mother brought them to get me. 
One of them blew his whistle, and boy--was the 
teacher peeved. I caught it for that.n 
3. 11 I had a sister in third grade and these brothers .n 
nwe always had a belt in the kitchen which my 
mother used on us if we got out of line." 
nMy grandfather and grandmother lived upstairs. 
They were really strict, I guess.n 
"I can't remember as much about home as I can 
about school.n 
11 0ne of my brothers bit and scratched, and I some-
times didn't like him much. I did something awi'ul 
to him once.n (Didn't seem to want to go into 
detail as to the last statement.) 
(In answer to question, 11You feel that you were 
pretty much happy at home, F---? 11 ) ui certainly 
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can't think of any reason why I shouldn't have 
been.n 
"My father was nice. He used to wrestle with me, 
and take us for rides Sunday afternoons. 11 
"He used his hand on me a lot, but not that belt." 
"I guess I liked my father and mother equally well. 
Maybe it was my mother a little more. 11 
(Q) "Now? Well, it's a toss-up. She yells a lot, 
but forgets it. But if my father talks, I really 
listen ! 11 
11 I used to have fun with him. As I got older, I 
don't know what happened, but he doesn't pay much 
attention to me now, not for a long time. 11 
4. (Regarding ~emories of his stuttering at that age.) 
11Well, I can remember not wanting to talk in class 
from the fifth grade on." 
"My father didn't like my stuttering and always 
insisted that I go slow. He made me. 11 
"Mother made me repeat everything. Yet she wasn't 
grouchy about it, and my father was.u 
11 No, I wasn't too hurt by their feelings, I guess; 
but I wouldn't talk to him unless I was really 
positive because he' d be angry." 
11My sister even now gives me black looks. 11 
II ! Second Session: As recorded verbatim. 
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S1 I can remember when I was f'ive years old sitting 
on a stone wall. I f'illed my pants. Gee, did I 
get it when I got home. 
Cl It's a pretty vivid memory picture, is it, F---? 
s2 Gee, I got an awf'ul beating from my mother. And 
did I get yelled at! And also when I was f'ive, 
my sister was playing with a girlfriend. She told 
my mother that I did something; but I didn't do 
it, I got a beating for that, too. 
c2 You did something and was beaten f'or it, too? 
s3 What it was I did I can't remember. 
c3 (Pause) 
S4 In first grade, the Sister took me to·the dressing 
room and did I get a beating that day. I can't 
remember 'What I did. These are the only things 
I can think of'. 
C4 (Pause) Then you f'eel that-----
S5' Oh, yes, our kindergarten teacher told us if' we 
talked or dropped a pencil, and the like, that we 
had to walk up to the desk and get our hands slapped 
with a ruler. 
etc. 
c5 You f'eel then---that---even though the speech 
difficulty started in kindergarten--or in the f'irst 
grade--that u-m-h-h you can't seem to recall any 
reasons !l!!I? 
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S6 I remember I could talk all right when I was four 
years old. But I know that I had it, it was there 
when I was in the first grade. I really wish I 
could think of more things--but, gee, I just can't. 
C6 (Pause) W-e-l-1-l then, let's see--at about five, 
you--
s7 0-h-h, another thing. The boy who lived across 
the street from me had a speech impediment. One 
of my brothers, one of the twins has an impediment, 
too. My mother says I got this from that boy and 
that my brother got it from me. That was when I 
was 8 or 9 years old, I guess. 
C7 You feel that she thinks that--u-m-h-h 
Sa (Nods) 
Ca And what do you think about it, F---? 
s9 I don't think it's possible, even though·! know I 
shouldn't contradict her. Perhaps I imitated him; 
but I don't think it would make me like this. 
c9 You feel that such could not have happened in that 
way, but you don't think you ought to contradict--
s10 Well, I didn't then. Besides I took it as just 
something else. 
c10 Something else, F---? 
(Client would not keep ~o this train of thought.) 
etc. 
1?8 
Sll Once I pinched my little brother's testicles. 
Gee, how he screamed. An:¢1. my mother was wonder-
ing what was going on. 
c11 She was wondering about it, but nothing happened? 
s12 Gee, as I remember nothing happened. 
,012 She did nothing to-- (Pause) 
s13 As I remember, she didn't know what I did. 
c13 You don't remember about your mother, and--but the 
incident stands out in your mind a bit. 
Slit Yes, I've thought ab.out the wrong I did. 
·c1lt You feel, then that it was a wrong. 
S15 Yes, I lmm! it was. He hollered. 
c15 Do you think he would have hollered if you'd pinched 
--oh, say--his ear? 
s16 W-e-1-l, no, not exactly. In a way it's--but--but 
that's not morally wrong. 
c16 But you feel that this was morally wrong, and that--
,s17 Yes, yes, I did. It is impure. 
~c17 You~ feel that it was wrong and impure. And 
now you--? 
s18 I still feel that way. (looks away. When he at-
tempted to speak his stuttering was so pronounced 
that the counselor made an excuse to get up and 
close a Windowo) 
c18 (The counselor, not Wishing to npushtt the moral 
·~~w-·':"h, •. :z:;;::r'p"'fP>*¥4( ·:'%AI!f'«t;'!4. z:: f¥1:*+·--.P 
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part of his indicated feeling too much at this 
point, yet not wishing to lose the trend o:r feel-
ing entirely, said:) And this happened about when, 
F---? 
i s19 Guess when I was five. Five or six. 
' 
• C19 Then, maybe, u-h-m, this is one other thing that 
I 
stands out pretty much in your mind, about the 
age around five or six. 
! s20 (Heated and apparently irritated) .J2Y!, I never 
i 
remember my mother knoWing about it; what really 
happened, I mean. 
c2o Did it worry you to think that she might have--a-h-h--
s21 Yes, because I must have known that it was wrong. 
c21 Be sure to correct me, F---, if I'm uwrong"; but 
did you say earlier that you thought it was wrong 
theg, and that you still do now? 
S22 Yes, !:.!' I do 1 
c22 (Pause) F---, does the way in which you .!!Q!l think 
it was wrong dif':fer from the way you :felt about it 
then? 
1 s23 (Great deal of stuttering. After several attempts 
to seemingly answer the question he said, with 
much emphasis:) I never had any desires for such 
an awful action. 1. know l. was innocent. I couldn 1 t 
have been anything elsel (Pause) It-it-it was my 
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conscience. But I believe it's wrong now, even 
if I were only five. 
c23 You feel, then, that you were--as you say-Uinnocent". 
You feel, then, that this action was "wrongn for a 
five-year-old to do? 
s21r I know it was wrong. (Pause) Or how could I have 
been thinking about it all these past sixteen years? 
etc. 
(F--- continued to hold to the "wrongu theme.) 
II Third Session: In part, as recorded verbatim. 
C1 Well, F---, how did you do with your homework? 
s1 I know what you mean, Mr. Clark, but I don • t know 
how to answer you. 
c2 Well--let•s see--the incidents that you remember 
bank when you were five or six ••••• what effects, 
if any, do you think these things had on you? 
Your kindergarten teacher, the Sister in the first 
grade and your mother's beating you for things, , 
your father's insistence that you stop stuttering, 
(pause) the incident with your brother. 
82 Maybe I feel guilty. 
C3 How do you mean, F---? 
83 Well, l kn.o'tv 1 was wrong ! 
Clr (Silence) 
St.r I only talked with my father when I had to. 
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C5' (Silence) 
S5' Can't make much of a connection there, I guess. 
C6 nconnection," F---? 
S6 (He looked away.) 
c7 Any real recollection of when you started to---a-h-h? 
S7 It happened about when I was in kindergarten. 
C8 And, F---, when was it that you--a-h-h--pinched 
your brother? 
Sa Well, when I was about five or six. 
c9 Let's see--(pause)--that is, when you were in 
kindergarten? 
s9 I think so--or maybe when I was in first grade. 
Oh, I can't remember. 
c10 U-m-hh-h. Now let's see--the stuttering began some-
time about then? 
(This probably was a mistake on the part of the 
counselor. F--- tried to talk and had a violent 
occurance of stuttering.) 
s10 Gee, yes, I guess it did. But there can't be any 
connection with that. 
c11 (Not wishing to emphasize a mistake.) 
feel that there is no connection there. 
Well, you 
O.K. (Pause) 
O.K., then, let's see--F---, I don't want to badger 
a point, and if I'm talking too much about one 
thing, please feel free just to say so--or whatever 
-~.... ~? '!"'. -~ .•• .,....-~· .•• : ..• 
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you wish. But, I am really interested in what 
~meant the other day about it 1 s being 11wrong". 
Perhaps our interpretations of the ward are 
different. If you don't mind, I'd like very much 
to hear your feeling about--u-h-h-h--
811 Well, (pause) if I thought--that is, if someone 
was watching, I would have been ashamed. But if 
it was 11right 11 , I wouldn't have minded it, would I? 
c12 You said, as I recall, I--ah-h-h think, that no 
one knew. F---, do you remember anyone telling 
you that it was wrong? 
812 No, not then, because no one else knew about it. 
I know that I didn't want her to know about it. 
When I was older I was told that impure acts were 
wrong. 
cl3 And you feel that this was impure? 
813 Now I do, yes. 
c1~ U-m-h-h-h (Pause) F---, if Timmy, who is six, 
should--oh-h-h--do something like that with our 
Janet, who is five,--ah-h-h--would that be v1rong? 
81~ If he didn 1 t think it was wrong, no. 
c15 But you thought that it was wrong. 
815 I certainly did. 
c16 U-m-h-h--go1ly now--let's see--a-h-h-h, wonder why 
you thought it was wrong then? 
~ 7~!:, :~-:--: -~~~~~-;~~~:::rr::~~&i&[?:~?'#1{~·!?ffh:~5f.:~~ 
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816 My conscience, I guess. 
: c17 Let's see now--check me now, F---. What was it 
you said about children not reaching the age of 
reason until 11 seven"? 
., 
817 Yes, I did. But--(pause) well, that's what I can't 
think about, because, well--I must have known it 
was wrong. And I 1m no genius, as you and I know. 
c18 And, then it's something you can't think about 
because--a-h-h---
, 818 Gee, no. No one ever talked to me about ~· My 
father and mother won't even talk to me about it 
now. I never asked •em. I heard about it from 
other kids. 
c19 Your folks shy away from such talk? 
819 Yes--and I never dared ask them. It.d get it from 
other kids. 
c20 You--then--ne~er felt you could ask them? 
820 Gee, no. I thought I'd be kind of ashamed to. 
! 021 __ ... _ .... _ ...... _ .... _ ........ 
821 I read all our Catholic pamphlets; like on what's 
right and wrong when you're "going out11 • 
(Nothing Uproductivett came from this approach) 
c22 How do you think you'd feel, F---, if someone told 
you that they didn't think what you did .1m§. wrong? 
i 822 I'd know better, because I did it. Morals aren't 
1 
l8lf. 
outdated today. But you see I didn't want anyone 
to know about it so I must have thought it was 
wrong. 
C23 F---, are you willing ·to try an experiment? ---
O.K. let's try. I'll say for purposes of experiment 
that J. don 1 t think it was wrong. What is your 
reaction to that? 
: s23 Maybe I was too young to realize that it was wrong; 
but I didn 1 t want anyone to know about it. If 
anything is right you don't have a guilty feeling 
about it. 
: c24- Letts see now, F---, u-h-m-m-m if, then, at five 
/ years you may not have realized that it was wrong--
a-h-h--how do you suppose, u-m-h, think you got 
that guilty feeling? 
s2lf. (Long pause, squirming in seat) You've got me! 
(Fast, clipped) It's natural though that if it's 
wrong you know it without anyone telling you. 
(Long pause) I didn't get it in school. That's 
for sure. The Sister wouldn't talk about anything 
like that. (Long pause) My parents didn r t tell 
me. My brother was too young at three to know. 
C2; You feel, then, that at three he'd be too young 
to know? 
... , I 
I 
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C26 But at rive, it seems, then, that a-h-h (pause) 
that a~h-h you'd know it was wrong. 
' s 26 Yes! But that's what I can't put my finger on. 
But I must have known it was wrong because I was 
ashamed. 
i c27 And if' at three you couldn't know--and at rive you 
did know--a-h-h--then-----
s27 Possibly I did because I know that I was ashamed • 
. C28 Then we might guess that you found out about this 
right and wrong business between the ages of three 
and five? 
S2a Maybe I did, but it doesn't seem possible. 
,c29 You didn't want your mother to know about it, you 
said? 
S29 Oh, no, of course not. 
~c30 Let's see then, F---, let's figure out how you knew 
how she'd feel about it--a-h-h--that is, if you 
hadn't ever talked about it? 
, S30 (Very long pause, well over a minute) Only thing 
I can say is that it must have been my conscience. 
;c31 Then you feel that your conscience developed pretty 
much during your fourth and fifth years? 
831 W-e-11-11, yes, a little bit, evidently. 
c32 I don't wish to push this too much, F---; but, 
w-e-11-11, how would you feel about it, right or 
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wrong I mean, if my little Wendy, who is two years 
old, did that to me?· 
'832 She wouldn 1 t know it ~ wrong. 
, C33 How about our Janet who is five and a half? 
:s33 Maybe she might know. There's a 50/50 chance. 
:c34- Might know what, F---? 
, S34- That it's wrong • 
• C35 Where would she find out that it is wrong, F---? 
I s35 (Heated) Anybody knows what 1 s \r.frong. The Ten 
Commandments are law, and everybody should know 
naturally right from wrong. Conscience is a 
universal matter. 
:c36 You feel then, F---, that at Janet's age she 
should know the Ten Commandments--and--a-h-h---
, s 36 Maybe she hasn 
1 t reached the age of reason yet? 
: C37 (Long pause) But you--a-h-h---
etc. 
(When asked a like question about the writer's 
ten-year-old, he was very definite in believing 
she would know.) 
S37 Gee, everything seems to be adding up against me. 
C38 Against you, F---? 
s 3a But I ~ have known it was wrong somehow. 
etc. 
187 
III. RESULTS OF trNEGATIVE11 REPORTS 
The reports of teachers indicating student behavior 
which was consid~red by them to be questionable were com-
p~ed with the voluntary views of the same problem situa-
1 
t~on(s) as reported by the students concerned. 
i 
A.i Comparison of Significant Feelings 
For reasons outlined in a previous chapter it was 
I 
decided that the most meaningful preliminary approach as 
to comparative analyses of the differences and/or simi-
t 
larities between anecdotically reported teacher-appraisals 
of! student behavior in the college situation and the 
student's interpretation of his own behavior would be 
I foiund in the study and delimitation of the 11 significant 
feelings" expressed by the principals concerned. 
I 
! 
As the researcher began to analyze for the nsignifi-
c$-t Feelings" it was found that after an inspection of the 
first thirty cases a point of diminishing returns was 
I 
re~ched. It was realized that the comparative analysis of 
the expressions of significant feelings was a procedure 
nebessary to the final findings as to differences and/or 
similarities. However, the researcher discovered that the 
actual reproduction of steps taken in such an analysis was 
not required for a competent listing and comparison of the 
"Types o.f Feelings Expressedn (Table IV). The thirty cases 
ar~ included to illustrate the approach taken in the 
I 
analysis of the nsignificant feelings" from which the 
' 
nt:fpes11 of feelings were categorized. The reader may 
study the method of procedure followed by relating the 
applicable sections of ttTable IIu and nTable III" 
ac~ording to the case numbers as indicated. 
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Case 
TABLE III 
COMPARISON OF T.HE SIGNIFICANT FEELINGS EXPRESSED BY THE STUDENTS 
AND COLLEGE TEACHERS CONCERNED WITH ANECDOTAL REPORTING OF 
ONE HUNDRED INSTANCES OF BEHAVIOR 
Number Report by College Teacher Report by Student Concerned 
I 
II 
He doesn't want to be in 
my course. He was asleep 
in class. He should be 
put ou:b of course, and 
out of college. 
A crude, uqcouth indi-
vidual who does not belong 
in an instttution pre-
paring teachers. He is 
sullen and unresponsive. 
In an awful spot·cand need help. She says I 
was asleep ••• but I wasn 1t, honest. I heard 
the question but didn't dare answer, so I 
said nothing ••• because several times she 1 s 
ridiculed me right in front of the class. I 1m 
scared to death of her. She's done it right 
in the hallways •••• right in front of people. 
There was another reason that day too, but I 
couldn't tell her. Oh, I suppose it 1d sound 
silly to most people ••• my girl ••• she broke 
our engagement the night before. How would 
you feel? Would you want to go to a class 
that you didn't like anyway, and when you're 
well, kind of scared of the teacher, and have 
that bothering you at the same time. 
He said I was crude. People could hear him. 
You get warned when you take a class with him •• 
you have to laugh at his jokes or else. Oh, 
I 1ve never felt like laughing at him, and I 
reel two-raced for doing it. Sometimes I just 
look the other way, or something like that, 
but on Monday I ••• well, it was just too much. 
I couldn't take it. But he wouldn't give me 
a chance to tell him ••••• you kno\v my wife lost 
the first baby •••• on Sunday I took her to the 
hospital ••• hemorrhaging ••• still there on that 
day of class ••• Doctors made me go to classes •• 
J-1 
CX> 
'-0 
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TABLE III ( CONTINUED ) 
Case _ _ _ _ 
Number - Repqrt by Coitege Teacher 
--- - --- -- ~--
Report by Student Concerned 
II said I could do nothing about it ••• well, would (Cont.) you feel like laughing at some inane jokester 
in a classroom ••• but he ought at least to give 
me a chance to tell him ••• but by time he got 
through with me, I was so damn mad that I 
couldn't talk anyway. 
III ••• w~tch out for that one. You were in Student Council today. You heard 
She can put it over on you what went on ••• how Mr. X--- talked about P----
every time ••• she 1 s hard and and what she had done •••• no right to talk to 
brassy. All she thinks her like that •••• afterwards she just broke 
about is men ••• never down and sobbed as soon as she got out •••• and 
serious about anything she's just scared •••• always thinks she's doing 
except herself. something wrong. Gee, Mr. C---, P--- has so 
much more on the ball than I do • 
• • • you know I can talk, I talk fast, and I can 
fool around and I can cover up when I get hurt 
or feel embarrassed or something like that. I just1 well, I just pull over a cover and people don't know it •••• Oh, I wish I could do something 
to help her. It's sort of like this: I've had 
everything on a silver platter all my life. But 
P---, no, she hasn't. When things ••• like there 
in Council, pile up on the poor kid, it 1 s just 
awful. 
(Re: P---• s needing help) Yes, I do, and I mean J-J 
it. Oh, how much I mean it. ~Re: trying '8 
,, 
..: 
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.·.~ 
"~ 
',:· 
<~ 
I:: 
·~ 
( 
. ~ 
TABLE III ( CONTINUED ) 
Case 
Number Report by-Coliege Teacher 
III (Cont.) 
IV He is an egotistical, 
spoiled brat. He should 
be out of here, if no-
body likes him. He's not 
fit for the teaching field 
and he should be out of 
here ••• the sooner the 
better for us •••• step on 
anyone to get own way. (What is wrong with you? 
No one likes you.) (You 
should be where the 
students are wealthy and 
- ~ ---- --- --
Report by Student Concerned 
together to help P---) Ohi that's wonderful, 
Mr. C---, I knew you'd he pus out. 
(Re: Mr. X---•s class): P--- wrote all over 
the country for material for her term paper • 
••• she worked hours and hours on that thing. 
I really am ashamed to admit it ••• I wrote mine 
in three hours. But ngood old me", I get a uBu 
in the course. (Told of talking to professor 
after classes pretending to be interested in 
the course). Poor P--- got a ucu. I honestly 
am ashamed. What can I do to help her? She 1 s 
such a swell kid, Mr. C---, and so honest and 
deserving. I don't want others to outshine 
her. That includes me, too. 
What do I do that•s wrong, Mr. C---? He said 
that everybody hates me ••• that I'm spoiled ••• 
A friend, hah ••• You heard him tell me I don•t 
have any ••• told me that before he got to really 
know me, the tone of my voice sounded as though 
I were "stuck-up"~ and look down on people. 
Does it, Mr. c---. 
••• he was honest enough to tell me ••• and I 
thought I was doing better. I guess I haven't 
been doing better. What can I do? 
Mr. X--- intimates that I think I know all the ~ J-1 
.,.,. 
·~ 
'·~ 
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TABLE III ( CONTINUED ) 
Case 
-Number- ---Repo~t by-:_College ~ea.~~er -Repo!it-l>Y: Sttid.ent--Concerned 
IV (Cont.) 
v 
eccentricl where there are 
fraternit~es and raccoon 
coats.) (Think it overt G--•, and come back and 
let us talk over what you 
can do to make something 
of yourself.) 
There is a clash of per-
sonalities between F---
and his training teacher. 
I know her well, and she's 
never missed yet. I 
spotted him as a trouble-
maker •••• he doesn't like 
her ••• will have to be 
answers. But I don't feel that way. I know 
that I don't know all the answers. 
Did the Navy help you, Mr. C---? Did it help 
you to mature (like he says I 1m not)? Oh, 
probably you didn't need it like a stinker like 
myself. 
It's quite a shock to have a faculty member 
tell you that everybody hates you. 
I am egotistical I guess. I don't want to be. 
Is this it? Thai I inside feel that I 1m more 
apt to be right than the other fellow? 
Mr. X--- said that I was selfish •••• but I 
wouldn't ask someone for one of their last 
cigarettes ••• and I would want him to tell me 
so. But, there I go again. I guess I'm just 
queer. 
What t s up anyway, Mr • C ---? Do you know? ••• 
but I asked him what it was about and he said 
it didn't matter •••• is that any way to act? 
How do I know? 
-
••• he called me on the 'phone and ••• bluntly ••• 
told me to see him tomorrow at 8:30 and then just hung up •••• when I asked him WHAT trouble, 
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TABLE III ( CONTINUED) 
Case 
Number Report br-ColJ.ega T-eacher- -Report by stuaent Concerne(f 
Y changed as to his training he said it would do me good to think it over 
(Cont.) position. tonight. Now, isn't that ·an approach? 
Mr. X---, requested to at- ·But as far as I can see there is nothing wrong. 
tend a conference coneerned No, as a matter of fact, I like it over there. 
with the student, said, .~ I really ad~re Miss X--- as a teacher. She's 
The name is all I need to an excellent critic, too. She's doing me an 
know. He is a trouble- awful lot or good. 
maker ••• cynical, insincere, 
carries a chip on his Golly, only a week and a half of the term has 
shoulder ••• He has been in gone by. How could there be something wrong? 
trouble ever since he got 
here. This may be our 
chance to get rid or him. 
••• at first ••• guess ••• I asked pointed questions 
about some or the methods in the classroom, but, 
well, in Dr. ---'s methods class and in others 
too, here at the college, I tkought I'd learned 
that to really know how to teach these real 
classroom techniques you had to undervtand them 
and use them. 
••• she did say she was having a harder t_ime 
getting to know me than some or the other 
student teachers she's had. 
Mr. C--~; do I give you the idea that I have a 
chip on my shoulder? 
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T~LE III ( CONTINUED ) 
Case - --· - ------
Number Report by College Teacher · RE)pQrt by sttid.ent-do!lcerried 
·vii I start anything in class when she 1 s around (Cont.) that I know I 1m making foolish mistakes. 
VIII Believe me, it is all 
psychological. He 1 s just 
a real actor. Although 
I don't mean that he is 
not ill I frankly think 
that itfs just a reason 
for getting out of two 
very difficult exams, for 
him, that is, and he 
wasn't and never would 
have been prepared.for 
either of them. 
(Re: father) ••• an army man ••• never did try to 
understand me. I was the one who was always 
wrong. And that's just the way she's treating 
me now. I won't graduate if I don't get by 
this training •••• ! want to teach. 
(Client's I.Q. score on the California Test of 
Mental Maturity: 121) 
(The student had fainted just before a final 
examination •••• nurse required the assistance 
of a doctor.) 
Yes, I guess I 1m o.k. now. The doctor told me 
that I didn't have enough sugar in my system. 
You know, I stayed up that night before until 
: .:i t~o in the morning studying for the exam, and 
then like a fool, I 1d forgotten ana I had to 
get up at five. It was a Holy Day and I had 
to go to.church before the exam. I 1ve made 
up the exam now. Made it up last week. I 1m 
o.k., and I passed the exam. 
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-IX 
X 
••• has a superior ·air about him. 
He just seems to know it all, 
all the time in class. I have 
yet to see him take or heed 
any advice I've given him. 
He 1 s swell•headed, other boys 
in the class seem to act as 
though they thought so, too. 
Frankly, he 1s headed for 
trouble with me if he doesn't 
pay attention to me more than 
he is doing ••••• 
••• He contributes to dis-
cussion infrequently. He seems 
to have a sensitive, rather 
defensive attitude in his 
making of remarks. To gain 
better rapport I have not 
criticized any statements that 
he has made very much. What 
••• may I be very frank with you? •••• well, 
frankly, sir, I can't stand the guy. I just can't help it. • •• and from what I 
hear other fellows feel the way I do. (Counselor explained a bit about later 
more positive reactions of students toward 
the professor after they came to know him 
better, but assured the counselee that he 
could speak as he wished.) I'm glad to 
hear you say that ••• I wish I, oh, I be-
lieve you, sir, but I wish I could believe 
it myself now. I just can't. I don't 
like him. I have liked the subject •••• 
and now I don•t • 
•••• the thing is that, well, I 1m scared to 
death of him. He ••• sneers at me. I've 
made several mistakes ••• more recently than 
before ••• and I just don 1t dare ask for 
help because he'll make a fool of me • 
••• Everybody says that Mr. X--- is one of 
the nicest guys here on campus and I-I-I'm 
sure they're right, but, u-h-m ••• I just 
can't explain it, sir. U-h-h, well, I 
feel embarrassed in the class all the time. 
••• in the beginning of the course ••• used 
to speak up with my views ••• and asked a """ kR. 
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TABLE III ( CONTINUED ) 
Case 
Number Report by College Teacher 
X is back of all this I have (Cont.) no idea. He"needs 
counseling, in my opinion, 
but further than that I 
cannot help. 
Report by Student Concerned 
lot of questions ••• was so interested in the 
course. -
••• after a while I had a feeling ••• that he 
was sort of ignoring me when I talked or--or 
sluffing ••• ! guess that's the word ••• sluffing 
over what I'd said. 
••• and boy, was I emparrassed when, well, 
after about the second two and a half weeks 
of the course had gone by I 1 d read a lot more 
and I suddenly realized that I was all wet in 
the area ••• the things I was talking about. I 
had the whole wrori.g slant. I •m sure they all 
must have thought I was stupid • 
••• You know, now I wish he'd come right out 
with it and told me that I was all wet. 
No, now he's too nice to me ••••• but I know 
that my answer wasn't ••• really right. But 
Mr. X--- didn't pick me up on it at all, he just smiled and nodded and went on to some-
thing else. 
Mr. C---, let me ask you something stra~ght 
from the shoulder. Do you think he pities 
me because of this? I can•t take that, you 
know, if that•s it. (Very evident physical 
disability.) 
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TABLE III ( CONTINUED ) 
Case 
N:t~ID.b~r_--ReJ>()rt · by-~ollege-Teaciher ------ ---Rei>._or'C. bi_Sttid-ent Tioncerned 
XI (Illustrated notices were 
found in all the student 
mafllx>xes telling of a 
(Student came to counselor's office to make an 
appointment for interpretation of test results. 
Someone asked him what he thought about the 
"panty-raid" scare that was ngoing around11 • 
This led to a private conversation between the 
counselor and student.) 
"Panty Raid" ••• the men to 
meet at a pre-arranged 
spot •• It was signed, 
"Committee for Better 
Student Governmentrt .) Ah-h-h, whoever's doing it is just trying to 
scare Miss X---, and give the girls a thrill • 
••• started all this. It is Nothing will come of it. just like him. It's the 
11 smart-alecn type of thing 
that he would do. He 1ll 
probably flunk out this 
spring anyway, so you see 
he wouldn 1 t care so much 
if he gets caught. 
••• One of the janitors saw 
him at the mailboxes 
Saturday night during •••• 
and they put him out of 
that part of the building, 
which was supposed to be 
closed. He did it all 
right. 
••• Frankly, whoever did it is a damn fool. 
It's childish anyway. If the men here on 
campus do it now, it won1 t be original ••• it 1 s 
been all over the country for months. They 
won't do it; watch. It is just kid stuff. 
Whoever printed that up anyway wasn•t even 
smart enough to spot the fact that at l A.M. 
on Friday many of the girls would be gone over 
the holiday ••• or, maybe that's why they put it 
that way. 
(Asked if he knew who did do it) No, honestly, 
I don 1 t. I 1 ve heard a lot of rumors but it 1 d 
be foolis~ to say, 1cause I really don't know. 
(R.F., another male student, later told the 
writer that he himself had done it just for 
a lark.) ..... 
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Case 
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XII .... I 1)J'e been out observing 
him in his work and, frank-
ly I'm pretty worried. 
Heis so slow-moving ••• slow-
talking ••• I don't think he 
has very much interest in 
his work. The school kids 
•Will never accept him in a 
classroom if he gets out 
to be a teacher. Frankly, 
I think we at the college 
should never put our stamp 
or approval on him as a 
graduate. 
••• do.you think the college would mind if I 
helped out at ----- State School for Boys in 
the late afternoon and some nights? 
Well, sir, they need it ••• went over there ob-
serving ••• and just to see the things they 
don't have. They have very little or anything 
and particularly in the area of the things 
that I could teach them. I'm not bragging, 
but I know that I could help. 
I nearly was sent there once when I was a kid 
••• only because of a minister ••• stay out in 
society on a probationary basis ••• and it's 
always stuck in my mind • 
••• Now I 1m older and I worked out in industry 
far several years before I came here ••• and now 
I'm training in the field in which I've really 
worked in all the time and I really could help 
••• I know I could. 
(.After a 11hard time or itn for a few weeks 
according to reports, a letter arrived at the 
college commending the student~for his excellent 
work. He later accepted full time employment 
at the school.) 
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Case 
Number Report by Colle~~~acher Report_by Student Concerned 
XIII Here is a boy who is not 
even intelligent enough·;; 
to hide his lethargy in 
class. He sits back, 
stares around the room, 
and settles into a little 
world of his own. As far 
as I can see he has not 
yet understood one single 
thing that I have said in 
class. Without any 
question he will fail. 
(Test scores sho-t-ted a total I .Q. score of "l27n; 
and a reading test score at the 89th percentile.) 
The veteran came into the office to w1 thdraw 
from the college. The writer, from several 
pr~yious counseling sessions, remembered that 
his one stated positively affirmative desire 
was to teach in the elementary schools because 
he felt that men were needed at that level. 
The subject was discussed at length. However, 
the world seemed completely black ••• Much of 
his trouble, he felt, was with his family, who 
did not want him to go to college and would 
send him no money ••• He hated his father and 
went home no weekends. He planned to withdraw 
for another reason ••• because he felt that this 
particular instructor continually spoke about 
students who were going to fail ••• and would 
walk over close to him, looking at him. The 
only place he could remember being happy was 
in the Navy. The particular course was a re-
quirement for entry into the Junior Year of 
Professional Training. He insisted that he 
would never try to 11 get by" in a course in 
which he so despised the professor. This 
point was discussed at length, and he finally 
remained in college, passed that course, but 
did not re-enter the following term. A letter 
was received apologizing for having left 
without saying goodbye. The letter had a 
u.s. Navy address on it. 
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TABLE III ( CONTINUED ) 
Case -
Ntimber Report by -College Teacher_ --~-~)ieport by Student Concerned 
XIV 
XJf 
There is a girl in my 9:30 
class that worries me. She 
also works as a student 
helper for Miss Y--- in our 
department. I 1ve been 
watching her very closely 
lately in class and in the 
office, and I think she · 
needs help. She seems to 
have difficulty concentrat-
ing on anything but the 
other girls in her vicinity. 
The implication there is 
harsh but, I now think, 
well-founded. 
••• typical or his perform-
ance here •••• never done 
anything really wrong, but 
apparently never made any 
adjustment •••• just not 
cut out for the program ••• 
a Monday-morning quarter-
back ••• this suspension is 
exactly what he deserves. 
REPORT CONCERNING STUDENT: No other instructor 
had reported anything regarding Miss X---'s 
behavior during her two years on campus. The 
student was later hospitalized. Although the 
report was not denied, the hospital emphasized 
an extremely abnormal homelife. No other 
professor noticed any symptoms or trouble, at 
least, none relayed any such observations. 
I honestly didn't think I was doing anything 
\v.rong ••• and I can prove it to him now. If he 1d 
come right now with me down there I'd show him 
that other students are doing exactly the same 
thing. And they don 1 t think they're doing any-
thing wrong either. 
No, I 1d better not say ••• yes, I will.· You know 
what is wrong? ••• and hasn't even spoken to me 
since I tried out for his --- team. I went 
eight times and then one day, one day only, I 
couldn't go over to practice. The next day ••• 
when I went to dress far practice he'd 
cleaned out my locker ••• Some of the fellows 
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Case 
Number Report by College''Teacher 
XV (Cont.) 
XVI Guess we've got to give up 
on him. I doubt that he's 
very much good now that . 
he's back anyway ••• I 1d say just call the whole thing 
ott. Get him out of here. 
He's cutting his classes 
and Mr. Y--- reported to 
me that he smelled beer on 
his breath in class. I 
called him in and I told 
him offt but it didn't do 
any gooa, by the looks. 
He was sullen and he 
glared at me and wouldn't 
talk about it. 
--- -- · Re})Qrt b:r stuaent -concerned 
saw him doing it ••• He wouldn't even speak to 
me. He wouldn't even answer my questions. 
And since then, until today he has never said 
another word to me. 
(Veteran of World War II, the student returned 
to the college only to be called badk into the 
reserves to serve in the Marines again. He 
had returned to his studies again.) 
Well, ••• I 1m on the spot again. Mr.·C---
someone I like and can trust has just go! to 
give me a boot right in the rear end ••• you 
know that I want to teach, but, it 1s hard to 
settle down ••• and after this, oh, you know 
this second term in the Marines •••• It isn't just the routine ••• ! like it back here with 
my friends ••• but, ••• damn it, all this stuff 
they shove at you in class ••• every so often 
it sticks right here ••• and I just can't take 
it sometimes ••• don 1 t misunderstand me, I 
think the profs are good ••• guess I don't mean 
it quite so strongly ••• ! am sure most of it 
is needed but, heck, I can get it from a book. 
I don't need to sit for an ~our and listen to 
it ••• The pure subject matter classes are O.K. 
Mr. X--- called me in the other day ••• and he 
gave me the devi~ 1 but I just couldn't explain 
something like tn1s to ~ ••• oh, he just ••• he 
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Case 
Nwnber Report l:>_y College Teacher ~-~-- Report by Student Concerned 
XVI won 1 t listen. He just jumps right in and tells (Cont.) me off. 
You were a veteran, Mr. 0--- •••• you'd know 
what it would be like. You feel a little 
differently When you get back. And now here's 
the second time and I 1m just aching to get 
through here and I just have to sit and 
listen to a iot of hogwash. They talk to us 
like kids. Would it be the same anywhere else? 
XVII I suppose you 1ve heard ••• but I've just got to talk to somebody ••• 
what S--· M--- did at the Look at ••• look at this now (Tears rolling down 
Sophomore Dance, haven't cheeks). What a fool I am. You 1ve heard what 
you? That kid's insincere, a jackass I've made out of myself at the dance 
I knO't'T it. I knew it from the other night, .. • Well~ why did I do it? I •• 
the start-. He's just a that isn 1 t my nature, I a.on 1 t act that \'lay. 
big show-off. I hear, .too, I haven't been brought up that way. Well/: 
that he's been drinking maybe I've been brought up that way. My amily 
pretty heavily and we can't wouldn't care. But I care. It just sort of 
allow that around here. In came out • 
my estimation, he • s a typical . 
New Yorker who thinks he ! 1d give my right arm if I hadn't done it. I 
can get away with whatever haven't been able to eat or sleep since then 
he wishes. and I mean that ••• that 1s not just a phrase • 
••• since September I've been worrying about 
everything ••• worry if I don't go home weekends 
••• if I do, I worry because maybe I shouldn't. 
have. If I'm in the Gym, I worry that I 
should be somewhere.else. If I'm over at 
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Case 
Number·· Report by College Teacher -
XVII (Cont.) 
- -Report-by Stua:e:nt Concerned- -
---- having a coke or something, I worry that 
I should be down in the Gim getting exercise, 
or should be study~ng •••• The main thing is 
that I feel that I am making everyone else 
miserable too. And that is something I don 1 t 
want to do. 
I left home in September ••• now I know this is 
foolish •• but, I'm worried to death that I'm 
going to become like my father and I just can't 
take that. • •• Actually in the books, he'd be 
called a manic-depressive. A few hours he's 
happy ••• the whole house is happy ••• the next 
hour he's right down in the dumps •• and life 
isn't worth living around him. You know 'What 
keeps coming back in my mind is that he helped 
kill my mother. And in the back of my mind 
I'm scared that I'm gonna be like.him. I 
can't be •• 
I want more than anything in the world to work 
with kids. And I 1m not just saying that now ••• 
I never thought I'd get a chance to go to 
college. In fact two years ago if you'd 
asked me if I w~ed to teach •• brats ••• I 1d 
have said, 11 Non ••• but then I became the head 
of a day camp in New York and ••• I just loved 
to work with those kids that had nothing. 
Many of them just like myself. 1\) ~ 
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XVII (Cont.) 
XVIII I was fooled by this 
student. At first I 
thought he 1 d do very well 
in my course. However, 
during the last week and a 
half I've come to see my 
error. This boy just does 
not have it. He isn 1 t even 
mentally alert. What I 
first reported to you as 
being sullenness two weeks 
ago 1 I now think is just plaJ.n dullness. How can 
we help this student to see 
the fact that he is prob-
ably not college material? 
He really is slow. 
I 1m still not satisfiedt and this training 
that I'm going to get up here is just what I 
want. And look what I did the other night. 
If it weren't far the fact that you people 
are giving me another chance, I 1d be right 
out of here and ruin everything. Now can 
you see the type of thing ••• why I 1m so worried? 
(The student came to the counselor for aptitude 
and interest tests because family thought he 
should. Wechsler-Bellevue Full Scale I.Q. 
score was 11123"· · Total reading ability test 
score was at the 78th percentile.) 
••• everyone in my family thinks I 1m nuts in 
my choice of vocation. They don't know it, 
but I can't stand it much longer. I don 1 t 
want to be pushed. Because of it and some-
thing else ••• I can't concentrate. My studies 
are just going down, I can't even listen in 
classes anymore. 
Remember the other day when I started to tell 
you something ••• I did appreciate your not 
asking me then ••• Well, it's happened now. My 
Dad tried to do away with himself ••• two weeks 
ago. We stopped him in time ••• well, physically 
he's going to be all right now, but we didn 1t 
know why then. Then about six days ago we 
found out that he is going into bankruptcy. 
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XVIII (Cont.) 
XIX ••• is going to have a rough 
time in my course ••••• I 
think it would be a good 
idea if you called him in 
to talk to him about it 
because I just can't seem 
to reach him. He's not 
catching on to what I'm 
saying and he doesn•t seem 
to be at all interested in 
the materials that are 
being covered. If he gets 
a 11D", he'll be lucky. 
Somehow, he gives me the 
impression that he's not 
even listening. 
Report by Student Concerned 
He hasn't saved anything. I'm not ••• we kids 
aren't worried about ourselves. We can get 
along. I don't have to go to college if I 
can't, but I think I can make it somehow. 
But what he and Mom 'iill do1 we just don't . know. And I'm so worried about it ••• I don't 
know myself, either. 
I 1ve gotten ••• a ncn and two "D 1 s 11 on papers in 
Mr. X---'s class, but really not worried about 
it because that's the one course that I really, 
truly like. I 1ll get along ••• and ••• because I 
like this course so much the work will come 
easier and I 111 be able to put more time on::·the 
others. It should be all right. 
Well, as an example ••• I 1 m a lazy son-of-a-gun, 
anyway, but well, the term isn't even half over 
and I've gotten enough materials to write a 
term paper that's required in his course. It 
will be the biggest one I 1ve ever written. 
It's very interesting. 
••• well, this one is the only one where I feel 
sorry the period is over.· ••• might be because 
that's the kind of work I want to do when 
I finish. 
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XX 
XXI 
•••• is without any question 
going to fail my course in 
-----. The thing that up-
sets me is that she is 
completely indifferent. As 
a matter of fact she seems 
to be indifferent about (the subject), indifferent 
about failing the course, 
and very indifferent about 
me. 
••• had better get off his 
11high horse" if he expects 
to get a job through this 
college. I figured _he was 
so very outstanding 1 but in 
an interview with hlm ••• he 
hardly would answer my 
questions. At first he 
hedged around, then he 
acted as though he were 
being tried before the 
--- ----- --Report by-·stuae:nt-concerned 
(In a very emotional state.) Mr. C---, what 
can I do? I just cannot get (the subject). 
You know, I'm scared to death I'm going to 
fail it and it's required in my major. Dr. 
X--- is wonderful ••• but I just cannot under-
stand the subject. I try so hard, too. I 
read it over and over and I try to take good 
notes ••• I•m so embarrassed. I know he must 
think I 1m an awful "stupeu. I 1m afraid to · 
answer in class for fear I'll say-something 
foolish because I just don't know the subject. 
You know, it's being a baby, but I actually 
look away from Dr. X--- whenever he asks 
questions in class. Sometimes I even close 
my eyes or hold my head or something ••• any-
thing so he won't call on me in class, because 
I 1m so scared. 
(Discharged from the Army as being completely 
rehabilitated from a type of neurosis, this · 
student became an outstanding leader on campus. 
However, he had confessed to the counselor that 
he feared that he was not completely cured. 
Most of all he feared that other people would 
know about uittt.) 
••• I 1ve ruined my chances of getting a job ••• 
I've done a stupid thing again •••• and then he 
started asking me all kinds of question~ 
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TABLE III ( CONTINUED ) 
Case _____ _ __ _ 
Number Report by College Teacher Report by Student Concerned 
XXI court. I'd advise you to regarding_ my Army experiences ••• but when he (Cont) tell him that even though got to that part of it, I just clammed up ••• 
XXII 
he's a leader here on campus, I just plain got mad after awhile •••• It's 
he'd better learn to co- because he just kept pushing it and pushing it. 
operate with us. I didn't 
think his position with the ••• it's nothing to be ashamed of. I have the 
student body would go to records that I 1m cured. I won 1t hurt any kids 
his head like that. in school but I still have that awful feeling, 
and I just can't help it. · 
She's a strange girl ••• 
She is inattentive in class, 
and doesn't pay attention. 
The only time she says 
anything is when I call on 
her. Then her answers are 
clipped and mumbled. She 
alwayslooks away from me. 
She evidently is not much 
••• should I just tell the people who interview 
me for jobs? ••• I can just see their faces if 
I do. · 
I· know I 1m cured and you helped me see that 
those last two times we talked, but I just 
can 1 t get over hiding it. Am I wrong? 
Guess I'll place a little trust in humanity 
and hope for the best. · 
(Several attempts to start; several sobbing 
spells) ••• I 1ve got to leave college •••• I 
can't tell my folks WHY, Mr. C---. I •• I just 
can•t tell anybody •••• oh, but it'll sound so 
foolish. It isn't a good reason, and I know 
it isn't. It's so childish •••• I'm scared to 
death of standing up in an English class ••• to 
perform. The other courses aren't bad because 
it's just answering questions that the prof 
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TABLE III ( CONTINUED ) 
Case 
_Number .. Report by_::_ Col-lege ~acher --~_:E!eport by Student -concerned-·-
XXII (Cont) interested in my subject nor in me. She'd better 
get to be, if she expects 
to pass my course. 
asks •••• that 1s it ••• I 1m scheduled to read a 
poem before Mr. X---'s class next Monday 
morning and I just can't do it ••• I just can•t. 
•••• I don't want to (leave college) ••• but 
well, I haven't eaten for two days ••• isn•t 
only that ••• I didn't sleep one single night 
last week ••• I know it's so foolish. 
I'm all right with children, honest I am. I 
love to work with kids and I can talk with 
them ••• Sunday School groups •••• to perform 
before them (class)! I just can't take it. 
I--I know if I'm go1ng to teach, I'm going to 
have to get over this. But, I can•t •• I can't (sobbing). (Re: talking before own peer group) 
••• right up to my senior year in high school 
I was actually good at it. I liked acting, 
and reciting before the ••• kids in my class ••• 
didn't bother me at all • 
••• hadn't thought too much about it until now 
•••• remember ••• sort of ••• that the English 
teacher ••• made me do the "Sleepw~lking Sceneu 
from Macbeth. She actually made me sleepwalk 
and I ••• felt so foolish ••• and the kids, every-
body in the class, all laughed at me ••••• but, 
ever since then I've been just simply petrified 
to get up before a group. 
Gee, I never thought about it in that way, but 
maybe it's because it's English and I am scared 
of Mr. X--- a little bit, just as I was of her. (A plan was selected whereby she appeared 
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TABLE III ( CONTINUED ) 
Case 
Number Report by College Teacl!er -- - RepQ_~~ -by S-tudent- Concerned 
XXII twice before members of a peer group particu-(Cont) larly picked by the counselor. After their 
mixture of praise and positive criticisms, 
the student passed the course.) 
XXIII 1. He failed his first 
exam he seems to have 
great difficulty using 
the language; cannot read 
with real understanding. 
2. This boy puzzles me. He 
seems very sleepy most of 
the time. Some of work 
has been goo~. I can't 
understand him. 
3· His work was below par 
in quality. His attitude 
seems good, but I believe 
that he does not have good 
study habits and that his 
background is extremely 
poor academically. 
{High school r.ecord was excellent--academically, 
personally and socially. Test scores: Reading: 
73%ile. English: 88%ile. Science: 83%ile. 
History: 90%ile.) 
I've just lost interest, I guess. After 
Christmas1 well, for about two weeks I studied but then l lost it all again. 
I didn•t have to study in high school. 
The first couple weeks here I just had a good 
time going the rounds and I never really 
started studying. I met new people and I 
liked it and, therefore, I just never bothered 
to go back to the room ~o study. If they gave 
mare daily tests here it might do it for me. 
The way it is now I just put it off and off ••• 
No, I do not want to teach. I just plan to 
come here for two years. That is, get in as 
much as I could before the army gets me. If 
you put it that way, well, I guess I just don't 
have any ·drive. I don 1 t ~hink I have any 
desire to be here preparing to teach. I ~ 
think I 1ve lost ail motivation for everything. o 
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TABLE III ( CONTINUED ) 
Case 
... Number Report oy- College Teacher · Re.port· by student Concerned ·· 
XXIII (Cont) Yeah, I just let tomorrow come, even with them, and then I don't have to plan for anything. 
With this Cumulative Credit Point Average 
system, well after I got my first marks I just knet-r I'd have to get "A 1 su and nB' s" to 
counteract those low marks, and somehow I just don't want to. (He said that he felt like a nheel" when he 
had to ask his mother for money·and then he 
didn't return the favor by getting good marks.) 
XXIV He's a crazy kid. He ••• got to quit school ••• all tensed up ••• nervous, 
doesn't seem to have a I can't keep my mind on my work. I have to take 
worry in the world and he pills every night to sleep. I'm just no good 
wants everybody to know to anybody. All my buddies and two of my 
it. He's so uninhibited brothers ·are in the service now. My mother 
in this respect that he won't let me sign up. She tells me that if I 
almost daily disrupts my do, I need never come home ••• weeps and screams 
class. I'm told also that ••• just gotten to the point where I hate home 
he acts the same way in and the arguments and everything. 
the girls' dormitory. Well, it would just kill her. I couldn't do 
Someone will have to help that ••••• I'd just not return until two or 
him grow up. He's in so three the next morning. I just had to avoid 
very many activities here, all that arguing and yelling about me. 
too, and every time I see 
him he seems to be just like 
a ham actor ••• always in the 
limelight. I can't stand too 
much more of this. 
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TABLE III ( CONTINUED ) 
Case 
-- --Nu.moe:r- Report·by-Co1.Teg-e-Teacner 
XXV I cannot see how we can be 
concerned with him to too 
great an extent. He does 
not-have the capabilities 
required for becoming a 
teacher ••• even if he were 
not handicapped by this 
speech defect. In my es-
timation he is· not intelli-
gent enough to do college 
work. Although, of course, 
I have had him in only this 
one class, I would say that 
his stuttering is probably 
not based on too deep a 
cause. I've heard him 
talk plainly when not in 
the classroom. It seems 
to me that it is brought 
on by tension in a situa-
tion wherein he does not 
have the intellectual 
ability to handle himself 
well. 
- - - - Report- bY stuaent -coricernecr-
<The student had been accepted on probation 
·for the "General Education", two-year, program 
only. He later had indicated his strong de-
sire to "make the grade" so that he might be 
accepted in a four-year "teaching'major11 • Ori 
the Wechsler•Bellevue, administered by the 
counselor~ he rated a Full Scale I.Q. Score 
of "116 11 .) 
I started to stutter in kindergarten. I didn't 
dislike the Sister ••• but I 'vas awfully scared 
of her. She whacked the kids. We had to bring 
a dime a week, and she didn 1 t want any dirty 
dimes. No, sir. 
We always had a belt in the kitchen Which my 
mother used. on us if we got out of line. • • My 
grandparents lived upstairs. They were really 
strict. One of my brothers bit and scratched, 
and sometimes I didn't like him much. I did 
something awful to him once. (In a later 
session:) Once I pinched my little brother's 
testicles. Gee, how he screamed ••• Yes, I've 
thought about the wrong I did •••• was morally 
wrong ••• it was impure ••• Yes, because I must 
have known that it was wrong. • • I know it was 
wrong ••• for a five year old ••• or how could I 
have been thinking about it all these past 
sixteen years? Maybe I feel guilty ••• Well, 
I know it was wrong. 
-
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TABLE III ( CONTINUED ) 
Case 
· Number· ·Re])ort by College· Teacher 
XXV (Cont.) 
xxvi· ••• he's a good enough 
fellow but he doesn't do 
his work well. I don't 
seem to "get to him". And 
now lately he's had several 
absences, ••• combined with 
slowness in the work will 
give him an "F". 
Well, I certainly can't 
believe that just one 
instructor like myself can 
··- ··Report by Stuaent rroncerned · 
(Re: age of five or six ••• and the stuttering 
beginning in kindergarten) Gee, I guess it 
did. But there can't be any connection with 
that. When I was older, I was told that im-
pure acts were wrong ••• knew then ••• my conscience, 
I guess. I must have known it was wrong. Morals 
aren't outdated today. If anything is right 
you don't have a guilty feeling about it. 
(Re: age of tttwo": "She wouldn't know it was 
wrong." Re: age of five and a half: "Maybe 
he might know. There 1 s a 50/50 chance. n Re: 
this student at this latter age: ttAnybody 
knows what 1 s wrong. The Ten Commandments are 
law, and everybody should know naturally right 
from wrong. Conscience is a universal matter.") 
trBut I must have known it was wrong somehow. n 
••• missed several classes with Mr. X---. Has 
he spoken to you about me? ••• I know the 
material because I can work on it, and I can 
do the work well, I think pretty well. And 
others say so too. But he ••• upsets me so 
that ••• I 1m just ill. I'm upset to my stomach. 
Well, look at me now. I'm just all upset all 
the time and it's affecting my memory now, too. 
I forget things that I always remembered. I'm 
very flighty now, and it's spreading ••• into my 
other courses. • •• I don't think there is any 
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TABLE III ( CONTINUED ) 
Case 
-~Number Report br:Co:tl:e~ge Teacher----- -------Report b}" St~tident Concerned 
XXVI cause all this. But ••• I 1ll (Cont) be glad to cooperate. 
The counselor, teacher, 
and student met. It vras 
decided that he Should 
receive an 11 INC 11 and make 
up his work during the 
summer. 
question because this is the first tfume I've 
even ever had to worry about marks---and now 
I 1m scared to death that I may fail ••• other 
courses besides, maybe, his course. 
No excuse for ••• absences. I know that ••• But 
they're due to my feelings about him •••• I just can't make myself go to class. • •• with 
Mr. X--- I just have no initiative •••• I work 
like the Devil for other people ••• like with 
the College Theatre and the play two weeks 
ago. 
Actually I 1m not frightened. As a matter of 
fact, I like the guy •••• and I get along swell 
with him, but ••• I just can't do the work for 
him. I 1ve tried to come in many times to talk 
to you about it, but it seemed so silly that, 
well ••••• 
••• outside he's really a nnice Joe" ••• but in 
class I just can't accomplish anything. I 
feel ·nus t as though he were just breathing 
down my neck all the time and I hate to have 
anybody do that. 
I'm not talking against Mr. X---. I guess 
underneath it all maybe I don't like him too 
well, but he isn•t bad ••• But when I do really 
like a teacher and there's no pressure on me, 
well, I--I can work and I can do well. I 
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TABLE III ( CONTINUED ) 
Case 
Number Report by College Tea-cher ~-:~~=:__-~--~-Report by Student Concerned 
XX:VI sincerely would like to try to like him, but (Cont.) little things he does just irritate me. You 
know it•s a standing joke that I'm going to 
get a 11D11 from him al'\vays. In fact, some of 
the students in one of the classes gave me a 
tin medal ••• just a joke ••• and on it said, 
nn.F.C. 11 which meant u 1D1 .from C---u. (Mr. 
X---) 
XXVII Upon investigation it was learned from the 
student that he had had and was still being. 
partly affected by what he called a "nervous 
breakdown". 
This professor reported 
that he would not allow the 
student to make up a final 
examination in a certain 
required course because the 
student had not answered his His Doctor reported him as a victim of a. de-
correspondence regarding pression neurosis. He had been hospitalized 
the make-up examination and was in deep depression when he had re-
until nearly the end or ceived Dr. x~~~•s letter. The doctor was 
the school year. The keeping him under medication so that he might 
course, special and re- complete his Senior Training. 
quired in the particular 
major, would not be 
offered again until it 
would be too late for the 
student to graduate. 
The student stated that he knew that he was 
wrong, but that had been so upset at the time 
that he felt that he could not·write that 
letter. However, he had gone to this professor, 
apologized, and had tried to explain. His 
final examination was all that was required 
to complete the course. He requested time 
to 11 bone up11 and take the exam in the summer. 
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Case 
Number --R-eport--by -Goll-ega- Te-acher_ -----------:::·Report oy Student Concerned-
XXVII RESULT: Since the professor would not 'give in' it seemed t~t the (Cent) student would not graduate. However, through the Departmental 
Chairman and the Dean of the College a course substitution was 
made thus making it possible to complete his work during the 
last summer. 
XXVIII He 1 s been absent almost 
since the beginning of the 
term, so you can see he's 
done it again. He 1s just 
using us to get the G.I. 
Bill, that•s all. These 
things follow too much of 
a pattern not to have been 
done on purpose. Take my 
word for it, give up on 
him. He 1 s not that much 
good or he wouldn't act 
this way. 
(A married student who previously had had to 
drop out of school twice. His wife had been 
hospitalized; and he had reported not enough 
money to pay for someone to care for their 
three children while he attended classes. 
The incident reported here occurred after the 
student was taken to the Veterans• Hospital 
for an operation.) 
(When called on the phone:) ••• I guess I've 
caused you trouble again. I'm sorry and I 
didn 1 t ne an to. I 1m wrong 1 I should have 
written to him that I was :tll and I know I 
should have told him before now that the 
doctor said that I could return next Monday. 
I was going to go to him and then to my 
professors and ask if I could make up the . 
work, but now it's too late~ I guess. (Choked 
up and could scarcely talk. J I want more than 
anything else to get that college degree but 
he says now that I shouldn't even return at 
all. But if I do, it can•t be until next 
term. Anyway my wife is getting so sick of 
this life that she's just about ready to 
leave me. 
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TABLE III ( CONTINUED ) 
Case 
Number Report by College Teacher 
XXIX 
XXX 
(Dr. M---) What will I do 
with her? She should have 
failed my course. She re-
ceived the lowest nFu work 
on the first part of the 
final examination that I 
have ever seen; but on the 
second half she scored a 
high ncn •••• "C 1s 11 and 
high tfDtsn during the term 
•••• Should I give her a 
chance to make this up ••• 
The make-up exam was an 
evident failure. With it 
was the note quoted at the 
right. 
Dr. ----- reported: An 
awfully nice little girl, 
but she doesn't have it. 
She has no conception 
whatsoever of what college 
work means ••• how much is 
involved. She'll never 
maRe the grade ••••• 
I cannot seem to get any-
where with him. I have 
been observing and super-
Report by Student Concerned 
(Copy of note written on make-up examination 
mentioned) 11 I 1m sorry but I can't seem to 
write anything. My mind is empty. I 1ve tried 
so hard, but it seems as if everything is 
going against me. I 1m so confused. I know 
I 1m not dumb. My father is so very very 
strict • I 1m not sure 'tvhether or not he wants 
me to go to college or not. He's always 
after me about it. The more I show to him 
that I try, he keeps saying that he doubts if 
I 1ll ever get through. I'm in such a rut 
here I don't know what to do. The only thing 
I can see if I simply go on doing the best I 
can no matter what. You have helped me a 
great deal and it 1 s very much appreciated. 
I only wish I had done better since you have 
done so much for me.u 
The student on her admissions tests records 
had objective test scores well above that 
required to do above average college work. 
She finally wrote a note saying that she could 
not stand her father's discipline and that she 
was taking a job out-of-state against his will 
so as to get away from it all. 
(Lapse of a week and a half after report by 
teacher.) ••• last week and a half ••• every-
thing is wonderful now.. Miss X---, critic 
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TABLE III ( CONTINUED ) 
Case 
Number Report by College Teacher Report by Student Con~~r~§ld 
XXX vising his practice teaching teacher and myself met together. • •• all of us (Cont) and I'm sorry to say that were surprised to find what completely different 
he's doing very poorly. He interpretations we had, oh, about each other's 
seems to have no initiative actions and thoughts and so on • 
••• makes no move without 
asking his critic teacher You know, I thought that Mr. Y--- wanted me 
••• no self-assurance and to do exactly his way. He seemed so ••• tough·~ 
it shows ••• must be a or rough or something when I didn 1 t. I didn't 
reason behind it ••• lack of want to do it that way, and yet frankly, I 
ability, or something... was kind of scared of him a little since a 
I 1 d like to help ••• but I'm mark means a lot when you're in training. 
lost now. I hope you find So I'd always ask if what I was doing was o.k. 
the cause. He 1 s such a 
nice chap. • •• and now it 1s in the open ••• that he'd rather 
have me go my own way ••• and criticize me if 
necessary ••••• ! sure feel good about the way 
it 1 S come OUt • Of CotlJl.lS:e the ci':i:ticisms hurt 
sometimes, but now I really believe in him, 
and I know he knows better than I do. Before 
I knew I wasn•t.going to get by ••• now ••• think 
will get a good grade. 
(.A case where a professor spotted "trouble 
ahead11 and asked for help.) 
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. B. Comparison of' 11Types11 of' Significant Feelings 
It then followed that a comparison of' "significant 
f'eelings 11 expressed by the teachers and students concerned 
with: the same instance(s) of' student ·behavior might be 
clarified further and delimited through a comparative 
listing and analysis of' the "types of' feelings" expressed. 
It a~peared that such would approach a more tangible 
I 
medium f'or f'inal reporting of' similarities and/or 
dif'f'erences. UTable rvu illustrates the procedures 
followed. 
TABLE IV 
COl.fPARISON OF THE TYPES OF SIGNIFICANT FEELINGS EXPRESSED BY THE 
STUDENTS AND COLLEGE TEACHERS CQN_CERNED_WITH ANECDOUL -REOOR~NG-­
. OF ONE HUNDRED INSTANCES OF ATYPICAL BEHAVIOR 
Case Types of Feelings- Expressed Types of Feelings Expressed 
by the Students Concerned Number by College Teachers 
I 
II 
III 
IV 
Dislike for course illustrated 
by sleeping in class. 
Student's personal and social 
maladjustment questioned. 
Described as 11 crudeu, 11 sullen", 
and 11unresponsiverr. 
Distrust of student as to self-
centered motives. Lack of 
seriousness except as con-
cerned with own personal wishes. 
Expressed feeling that student 
should be out of college. 
"Spoiled"? "egotistical". Lack 
of trust 2n his ability to 
Fear of teacher's ridicule. Denial of 
sleep. Emotional upset due to breaking 
of engagement. 
Upset over public censure. In a class 
'\oJ"here you laugh at teacher's jokes, nor 
else". Did not laugh on particular day. 
Worry over hemorrhaging wife in hospital 
who had lost first baby in the same manner. 
Worry over effect on fellow students by 
statements of this professor. Praise 
for this other student and belittlement 
of her own better record, with emphasis 
on the fact that she had had more ad-
vantages. Stated desire to help the 
other. Requesting counselor to help 
fellow student. Desire not to outshine 
the other. 
Fear that he might, as said, act stuck-up, 
and as though he knew all the answers. 
Strong statement that he does not feel 
that way*. Feeling that he must, 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed Types of Feelings Expressed 
by CoJ._J,ege T~achers by the Students Concerned 
IV teach. Should be where (Cont) students are wealthy and can 
be eccentric. No one liked 
student. 
v 
VI 
Dislike for his training 
teacher. Spotted as a 
trouble maker. Word of 
teacher taken that this was 
a clash of personalities, 
because she had 11never 
missed yet". 
Second Teacher 
The name is all I need to 
know. A chance to get ri4 of 
him. Described as cynical, 
insincere; chip on shoulder. 
Student observed as being cold 
and too sophisticated in class-
room during her training period. 
Feeling that she could not 
"reach11 the children. 
therefore, be "queer". Shock at being 
told that people hated him. Wondering if 
Navy would help him mature. 
*Felt that he had friends who did not feel 
as did the professor. 
Upset by not being told wru:a,t t-ras 11wrongu 
when he asked 11 second teacher". Could 
think of nothing that was uwrong 11 • 
Praise for the training teacher's work 
and what she was doing to help him. 
Realization that he might have asked 
rather pointed questions concerning 
teaching methods; and that this had been 
based on a philosophy presented in one 
of his methods courses. Realization that 
teacher had found it more difficult to 
get to know him than some of her previous 
student teachers. Worry about the state-
ment that he had a chip on his shoulder. 
This he questioned. 
Worry over outcome of this report cu •••• 
means that I'm not going to graduate. 
Parents coming.) Knew that the children 
had liked her ••• "I could feel it .n Some 
of the mothers had reaffirmed her 
thoughts. Frightened by the training 
teacher. Never could figure her out; 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number --- - --by_ C-ollege -Teaehers 
--~----- ·-
VI (Cont) 
VII 
VIII 
Not have intelligence to 
comprehend nor to be in 
college. Doesn't really try. 
Has no originality. 
Illness feigned for purpose 
of getting out of two difficult 
examinations because he wasn't 
prepared and never would be 
prepared for them. 
Types of Feelings Expressed 
by the Students Concerned -
and felt that she was unapproachable. Question about and disagreement with 
report that she was cold and sophisti-
cated. 
(California Mental Maturity I.Q. Score 121) 
Afraid of the teacher. Afraid of failing 
the course. Feeling that teacher hated 
him; made no attempt to understand him. 
Strong comparison of actions of teacher 
and of father toward him. Father only 
other person of whom had been frightened. 
Nervousness causing mistakes when teacher 
"took overtt his teaching in middle or his 
attempts to teach. Stated desire to teach, 
and fear that would not graduate if did 
not pass the course. 
(Student had fainted just before a final 
examination. Nurse called a doctor.) 
Doctor stated that student did not have 
enough sugar in system. Had to get up 
at five after studying for the exams 
until two as 11 like a fool ••• u he had 
forgotten that on a Holy Day he had to 
attend church before the first examina-
tion. O.K. now. Made up and passed 
the exams. 
1\) 
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TABLE IV ( CONTINUED ) 
Case Types or Feelings Expressed 
. Number .... - .. by College -TeaGheP-& 
IX 
X 
XI 
Reported student as being 
S\vell-headed, having a 
superior air, and seeming to 
knmT it all. Headed for 
trouble if he did not pay 
attention in class. 
Sensitive, a defensive atti-
tude, and infrequent con-
tributor to class discussion. 
In an attempt to gain rapport 
had stopped criticizing any 
statements made by the student. 
In meed of counseling. 
(Concerned with notices in 
mailboxes telling or a npanty 
Raid" ••• place to meet, etc.) 
Taking word or someone that a 
Types of Feelings Expressed 
by· the Students Conca-ned 
Dislike for the professor. Fear of 
professor because or feeling that he was 
sneered at in class. Not asking for help 
in class because or rear or ridicule due 
to possible mistakes. Previous but not 
present liking or particular subject 
matter because or professor. 
Knowledge that other students liked the 
teacher. Constantly embarrassed in class. 
Embarrassment over realization from read-
ing or texts that his questions and 
remarks at the beginning or the course 
were not to the point. Had asked the 
questions and had given his views because 
or extreme interest in the subject. 
Wishing that instructor had told him of 
this openly. Worry that teacher was just 
ignoring him then because of it. Deep 
concern that reason for his mistakes being 
ignored by the professor might be "•••• 
because of this.u (very evident physical 
disability.) ••• 11 ••• I can't take that (pity), you know, if that's it.tt 
Stated reeling that nothing would come 
it; that whoever was doing it was just 
trying to scare the Head of Women's 
Residence, and that nothing would come 
of 
of 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number ·- b:Y College Teachers -
XI particular student had been by (Cont) the student mailboxes at night. 
XII 
Decision that this student was 
a "smart alec" type and had 
started it. Type of thing he 
would do. Statement that since 
he would probably flunk out in 
the spring he wouldn't care if 
he did get caught. 
Reported the student as being 
slow-moving, slow-talking, 
lacking interest in his work; 
and one whom pupils would 
never accept in the classroom. 
Felt that the college should 
never place stamp of approval 
on him. 
Types of Feelings Expressed 
by ·the- Student-s-Ceneerned- -
it. Feeling that the whole thing vras 
childish and unoriginal, and that whoever 
had done it was u ••• a damn fool". Student 
also felt that it had been poo~ly planned. 
Another male student later told the 
counselor that it had been he who had 
made up and distributed the flyers for 
a lark. 
Requested permission, after a field trip, 
to help out at a State School for Boys 
because they had so little, and he felt 
that he could help in the areas in which 
he was preparing to teach (Industrial Arts). 
The feeling that had not a minister inter-
vened he would have been placed in such a 
school when younger, he owed it to these 
boys to help. 
(Permission was granted. Letters commending his work were received by the 
college officials. A year later he was hired as a permanent instructor.) 
XIII Not intelligent enough to hide 
his own lethargy. Settled 
into a little world of his own. 
Has not understood anything 
said in class. Will fail the 
course without question. 
(Total I.Q. Score of "127u. Total reading 
ability score: 89%ile.) 
Positive desire to teach in the elementary 
sChools because he felt that men were 
needed there. Decision to withdraw from 
college based on three stated reasons: 
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TABLE IV ( CONTINUED ) 
Case Types of Feellngs ~Kxpress-ed ~ Types of Feel-ing-S Expressed 
by the Students Concerned Number by College Teachers 
XIII (Cont) 
XIV After observation, a stated 
feeling that student needed 
help. Realized that the im-
plication was harsh but re-
ported that she had difficulty 
concentrating on anything but 
the other girls in her vicinity. 
1. Family pressure not to attend college, 
and refusal to contribute to his education. 
2. Feeling that this instructor looked 
directly at him when he so often spoke of 
students who were going to fail. 
3. Insistence that he could not give in 
and rttry to get by" in a course wherein 
he so despised the instructor. 
Decision based on above feelings that he 
would withdraw and join the Navy. After 
discussion With the counselor he remained, 
passed all of his courses, and then joined the Navy. 
This particular point never actually came 
to the surface. However, student was 
later hospitalized in a mental institution. 
The report was not denied. The hospital 
emphasized the effects of an extremely 
abnormal homelife. 
MAIN ISSUE: Although the student had been on campus for two years, no other 
professor noticed any symptoms of trouble. At least, no one 
relayed any such observations to members of the Student 
Personnel Division. 
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- ---- -Case -Types of Feelings .Expressed_ 
Number by College Teachers 
XV 
XVI 
Felt that student had made no 
adjustment, nor attempt to ad-just; that he was a uMonday 
Morning Quarterback". Not 
fitted for a program of teacher 
training. Deserving of sus-
pension from the college. 
Give up on him. Not much good 
now that he was back from the 
Army. Get him out of college. 
Beer on breath in class re-
ported by instructor. 
Telling him off did no good ••• 
he glared and was sullen and 
wouldn1 t talk. 
~yp_es _o! l[ee_l:f.iiM ~pr~§::;eg __ 
by the Students Concerned 
Didn't feel that what he had done was 
wrong; particularly since other students 
were doing the sane thing and did not 
feel that it was wrong. Feeling that 
reason for the difficulty was that he had 
not gone to practice for athletic team 
which teacher coached. 11 ••• he•d cleaned 
out my locker ••• wouldn1 t even speak to 
me. He wouldn't even answer my questions • 
••• until today he has never said another 
word to me. 11 
(After serving in World War II the veteran 
was recalled from the College. He re-
turned to his studies again.) 
Felt it was hard to settle down. Knew that 
he tt •• was in a spot againu. Stated desire 
to teach. Decided that he needed someone 
he trusted to 11 ••• give me a boot right in 
the rear." Upset over having to sit in 
methods classes and listen to the 11 ••• 
stuff they shove at you in class ••• every 
so often it sticks right here." Felt that 
he was wasting time in these classes and 
that he cw.ld get it from books. He had 
no such feeling about the subject matter 
courses. Feeling that he could not ex-
plain such a thing to Mr. X--- because 
"• •• he won't listen." 11You feel a little 
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Cas~e Types of Feelings Expres-sed Types of Feelings Expressed 
Number ___£~Qllege Teachers _ by the Students Concerned 
XVI (Cont.) 
XVII Definite statement that the 
student was a showoff, and 
was insincere. Had heard 
that he had been drinking 
heavily ••• n---and we can 1t 
allow that around here.u 
••• a typical New Yorker who 
thinks he can get away with 
anything. 
differently when you get back. And now 
here's the second time and I'm just aching 
to get through here, and I just have to 
sit and listen to a lot of hogwash. They 
talk to us like kids. Would it be the 
same anywhere else?" 
Tearfully upset that he had made a fool of 
himself at a dance. Asked "Why did I do 
it?tt ••• that wasn't his nature, he felt. 
Even though his family would not care, he 
did. Not able to eat or sleep since the 
occasion. Had been worrying about every-
thing since entry into college. Worried 
any time he was doing something that he 
should have been doing something else. 
Afraid that he was making everyone else 
miserable too. "I 1m worried to death that 
I'm going to become like my father and I just can't take that 11 •••• 11 ---he 1 d be called 
a manic depressive." 11He helped kill my 
mother •11 Desired "more than anything in 
the world to work with kids. (Headed a 
summer day camp, etc.) Stated knowledge 
that if it weren't n ••• for the fact that 
you people are giving me another chance, 
I'd be right out of here and ruin every-
thing.tt 1\) 1\) 
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Case --Types of Feelings -Exprcessed - -~- -- Types oT Feellngs Kxpr~essed 
Number by Q()llege Teachers by the Students Concerned 
XVIII Felt fooled. Now seen error 
in thinking the student to be 
capable. Student not mentally 
alert, but plain dull. Need 
to show student that he was 
slow, and not of college 
material. 
XIX 
XX 
Sensed that he could not 
"reachn the student in class; 
that he was not 11 catching on". 
Felt that he was not at all 
interested in the material 
being covered. Impression 
that he was not listening. 
Believed that student would 
receive a 11D11 • 
Spotted "indifference" about 
the course, about failing the 
course, and great indifference 
for him, the instructor. No 
question about a failing final 
grade. 
(Wechsler-Bellevue total I.Q. Score •• 11 l2311 ) 
Upset by family "pushing" that he was pr.oe-
paring for wrong vocation. Because of it 
and nsomething else"t could not concentraie 
on studies. Unnerved because father had 
tried to commit suicide due to impending 
bankruptcy. Disturbed over possible 
eventualities for parents. 
Not worried about Mr. X---' s course u ••• be-
cause that's the one course that I really, 
truly like." Even though he had received 
some low marks he felt that he could do 
the work because he liked the course so 
much. Admitted being a "lazy son-of-a-
gun", but very proud that at half term he 
collected enough materials to write the 
required term paper; the biggest and best 
he had ever tr.ritten, because the course 
was so interesting. Stated interest in 
entering a vocation concerned with this 
subject matter. 
Frightened that would fail this required 
course. Upset because couldn't comprehend 
the material; coupled with assertion that 
she read the material over and over again. 
Embarrassment and fear of answering in 
class. Shame that she looked away from 
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Case Types- of- Feelings- Expre-ssed ------- Types-of --Feelings . Expx-.essed 
by the Students Concerned Number by College Teachers 
XX (Cont.) 
XXI 
XIII 
Considered him to be on a 
"high horse" because of' his 
high position in the student 
body. Held that during an 
interview student would not 
answer his questions, hedged, 
and acted as though he were 
being tried. Student did not 
cooperate as expected. 
Observed lack of interest in 
course. Reported a strange 
girl who was inattentive in 
·class and who could not speak 
without mumbling, nor could she 
look directly at him. Pre-
dicted failure in the course. 
· Dr. X--- in class, sometimes even closed 
her eyes when he asked questions because 
she was afraid he would call upon her to 
recite. 
Discharged from the Army as being a com-
pletely rehabilitated neurotic, the 
student feared that he might not be cured; 
and most of all that people would know of' 
his "pastn. Fear that he had ruined 
chances of obtaining a teaching position 
because he could not talk, and finally 
'became evidently angry when during the 
interview he was asked many questions 
concerning his Army experiences. Worry 
that although he knew he was cured, he 
couldn't help automatically hiding this 
record from others. Questioned whether 
or not he shamld tell people who were 
actually interviewing him for positions. 
Tearfully afraid that her problem would 
appear foolish and childish. Terrified 
at the idea of standing and reciting 
before an English class. Knowledge that 
she was not frightened in other classes 
nor in appearing before and teaching 
Sunday School classes. Lack of sleep for 
a week, and no food for two days because 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number b~ College Teachers 
XXII (Cont.) 
XXIII Belief that student had poor 
study habits, and inadequate 
academic background. Re-
ported difficulty using the 
language, and one who could 
not read with rea,l under-
standing. Puzzled because of 
fluctuations between poor and 
good performances. Described 
student as acting sleepy most 
of the time. 
XXIV Impressed by student's lack of 
inhibitions, and fact that he 
did not have a care in the 
Types of Feelings Expressed 
by the Students Concerned 
she had to read a poem before this class 
in English. Eventual realization that 
the fear had started in a high school 
senior English course when she had been 
ridiculed in class for her reading of the 
Slee~~alking Scene. Acceptance of assist-
ance. (Appeared before selected group of 
handpicked upperclassmen in secrecy, and 
with their aid partially overcame the 
fear to the point where she performed, 
and passed the course. 
(Excellent high school record in all 
respects. Reading score; 73%ile.) 
Conscious that had not had to work in 
high school 1 had had a "social whirl!' during his rirst term in college, and 
had lost interest after the past Christmas 
vacation. No desire to be in the par-
ticular college preparing to teach. A 
feeling that he had lost motivation for 
doing anything. No felt desire to 
counteract his first term low grades. 
Felt 11 •• like a heel11 for treating his 
Mother in this manner. 
Very disturbed over his tension and need 
for sleeping pills to sleep at night. 
Feeling that he was 11 ••• just no good to 
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Case Types of Feelings Expressed Types of Feelings Expressed 
lfumber ·by Coll.ege_ ~eache~s - -- - .by .the .Students Concerne..d. 
XXIV world---a fact which he (Cont) flaunted. Could not "stand11 
his ham-acting and desire to 
be in the limelight. 
anybody •11 Decision to withdraw from 
college. Hated home because of mother 1 s 
emotional reactions and verbalizations 
over his desire to enter the service in 
which two brothers and most of his friends 
were serving. Reported that he would go 
out at night and not return until two ar 
three to avoid her emotional outbursts. 
XXV Lack of concern for the student (The student had not been accepted for 
based on decision that he did the teacher-training program; but for two-
not possess the qualities for year General Education. His Full Scale 
becoming a teacher. Even Wechsler-Bellevue I.Q. Score was registered 
without the slight speech as being, ull611 .) 
defect, he was not college Traced onset of his stuttering to kinder-
material. Belief,::that his garten year in Parochial School; and inci-
stuttering was not based on dent where he had made his brother scream 
too deep a cause because when he pinched part of a sexual organ. 
teacher had heard him talk He 11knew11 that he had lmown that this act 
plainly out of the classroom. was ttimpuren, and that he had been nwrong". 
The defect was thought to be Conscience was a universal matter,. and the 
brought on by tension in a Ten Commandments were law, he feltl and a 
situation wherein he did not child of any age must have known r~ght 
possess the intellectual ability from wrong. Stuttering greatly when dis-
to handle himself well. cussing such matters, the student never 
would consider the possibility of feelings 
of guilt as being a possible aspect of 
his speech defect. He withdrew. 
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:XXVI Acknowledged that student was a 
good enough fellow, but in-
. sisted that he couldn't do 
good work. This latter com-
bined with absences, he felt, 
would make for an rtFn in the 
course. Could not believe 
that one instructor, such as 
himself, could possibly cause 
a student to behave this way. 
Offered to cooperate. 
XXVII Make up on final examination 
not allowed because instructor 
felt he didn't deserve the 
chance since he had not 
answered his letter until 
nearly the end of the school 
year. The correspondence was 
concerned with the 11make up11 • 
(The course was a requirement 
He and other students knew that he was 
capable of doing the work. Instructor 
upset him so that he was ill, nauseated, 
and memory was being affected. Admitted 
that there was no excuse for absences. 
However1 he felt that they and his lack of init~ative were due to his feelings 
about the instructor. Not frightened of 
the teacher; and rather liked the man. 
However, felt that instructor was "breath-
ing down his neck" in class; a thing 'Which 
he disliked very much. When he really 
liked a teacher and did not feel under 
constant pressure, he thought he "really 
workedtl. tti sincerely -vrould like to try 
to like him but little things he does just irritate me. 11 Standing n joke" with 
his classmates that he could never get 
better than a "D" \d th this instructor 
no matter how hard he tried. 
(A doctor reported that the student was a 
victim of a depression neurosis, and had 
been hospitalized when the correspondence 
had been received. He was being kept under 
medication to help him complete his student 
training period. Positive prognosis was 
assured.) 
Knew he should have answered the letter, 
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. Case Types ot Feelings Expressed Types of E'eelings__Expres.Sed 
Nwnber by College Teachers by the Students Concerned 
XXVII for the student's graduation (Cont) that term.) 
XXVIII Reaction to student absences 
in form of 11 ••• so you can see 
he 1 s done lt again." Belief 
that student was "using" the 
college just to collect G.I." 
benefits. Feeling that such 
was so much of a pattern that 
it must be purposeful. 
Student was, u ••• not much good.n 
College s~ould, " ••• give up 
on him. 11 
but claimed that he had been so upset at 
the time of receipt he could not write or 
think. ·· Stated that he had gone to this 
professor, apologized, and had tried to 
explain. Since his final examination was 
all that was required to complete the 
course t he was requesting time to "bone 
up" ana take the exam in the summer. 
(A married veteran·who had previously been 
compelled to drop out of college because 
of hospitalization of wife. There had not 
been enough money to pay for care for the 
three children while he attended classes. 
The student was then hospitalized and 
operated upon in a Veterans' Hospital.) 
Sorry that he had caused the counselor 
trouble nagain. u Stated that he was 
ttwrong 11 ; and that he should have notified 
the administration that he had not with-
drawn; that the doctor had told him he 
could return the following Monday. Fear 
that it was too late; but that he had 
planned to go to the Dean and his professors 
to ask if he could make up the work. 
Wanted more than anything else to obtain a 
college degree. u Anyway, my wife is 
getting so sick of this life that she's just about ready to leave me." 
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Number · bY' Co].~ege· Teachers py the Students Concerned 
XXIX "A":Received "F" on first 
part of final examination ••• 
11C" on second half'. "C's" 
and 11D1s 11 during the term. 
XXX 
XXXI 
11 Should I give her a chance 
to make this up?" 
ttB11 : Held that student had no 
conception whatsoever of what 
college work should mean. 
She would never make the 
grade. 
Perceived that he was not 
"getting anywhere vri th" 
student. Doing very poorly in 
his practice teaching because 
of' lack of initiative not 
doing anything without asldng 
his critic teacher, and no 
self-assurance. Reason must 
be lack of' ability ••• or 
something. Offer to help and 
hope that cause would be 
located. 
Expressed feeling that 
student's request for an 
Sorry that she could not think on the 
final examination. Her mind was empty. 
Tried so hard, but everything was going 
against her. Felt so confused. Knew 
she was not ndumb11 • Affected by her 
father's strictness, his doubting that 
she could pass, and lack of desire for 
her to attend college. Disturbed 
because she was in such a rut. (The student withdrew, left the state to 
take a job against her father's will so 
as to get "away from it all".) 
!hought that critic teacher wanted him to 
do everything his way. Although student 
did not want to "do itn the instructor's 
way, he was frightened to because of the 
possible grade which might result. 
Therefore, he always asked if his work 
was going along satisfactorily. Very 
much relieved to find that teacher actually 
wanted him to try his own methods which 
would then be criticized. (A case where a professor spotted "trouble 
ahead11 and requested assistance for a 
student.) ' 
Regret that had to withdraw from school 
again. Worry over financial debt, and 
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Case Types of Feelings Expressed 
Number --~ by College- Teacners · -
XXXI "Incomplete" was a trick in (Cont) order to get away with some-
thing. A history of getting 
away with things. Using wife 1 s 
illness as an excuse; but re-
ported implications behind the 
fact that he did not offer to 
produce a doctor's certificate. 
A recent accident, and possi-
bility that the record would 
XXXII 
be on the police files could 
be used as an excuse not to. 
readmit him. 
Observation that after 
watching the stuAent and her 
work with care, she did not 
have the basic intelligence 
to do college work. 
Knowledge that student would 
not pass the course. Feeling 
that student did not really 
try. 
Types _of Fe_e:l:i._ri_g.S . Eipre..ssed_ 
by the Students Concerned 
complete lack of savings at that point. 
Upset over his physical condition and 
wife's miscarriage as affecting their 
educational, vocational, and home plans. 
Dislike of the particular teacher because 
he seemed not to believe his excuse ••• to 
the point where he had refused to indicate 
that he had With him at the time of the 
interview an excuse from the nurse. Felt, 
however, that he could not help but be 
hotheaded and stubborn ttas usual". 
(On a Wechsler-Bellevue Intelligence 
Scale administered by the counselor the 
student rated a "Full Scale I.Q.u score 
of n123u.) 
Tearfully afraid that all was lost, and 
that she would have to leave college. The 
particular course was required in her 
academic major; therefore she felt it was 
useless to continue. Frightened by the 
instructor's approach to her mistakes. 
Dared not ask questions because of this. 
Felt lost because she had not had the 
basics for the particular course in 
high school. 
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XXXIII Statement that the student had 
not and did not try even after 
warning. Questioned whether 
or not the student felt that 
her father's high position in . , 
the college would "get her 
through11 college. If this 
were the student's assumption 
she was mistaken as far as 
the professor was concerned. 
XXXIV (Counselor went to the faculty 
member requesting help for the 
student.) 
That cry baby 1 Upset because 
student had attempted to tell 
him what was wrong with his 
rooming situation. Evident 
pride in having ntold him off11 • 
A feeling that the affair was 
none of student's business. 
Lack of interest in studentts 
interpretation. Nothing was 
wrong with the roommate; the 
Types of Feelings . :EJtpre~~ed _ 
by the Students Concerned 
(Parents away for three months on a leave-
of-absence leaving the student and a ten 
year old brother to live with friends of 
the family.) 
The woman with whom they were living was 
ordering them about constantly and the 
brother was resenting this and talking 
back. Very upset t:pld tense because she 
was in a constant position of having to 
placate all parties. Further upset and 
tense because woman talked to her most of 
the night and she could not do her 
studying. Cried herself to sleep every 
night. Could not concentrate on 11 anything11 • 
Fear of failure in the particular course. 
Frustrated because faculty member would 
not allow him to fully explain why he 
had come to him. Feeling that because he 
had begun the interview by giving the 
reason that he had had a nwrong beginning". 
Had tried to get along with roommate; and 
had not wanted to report him. Stated that 
the landlady felt as he did. Roommate 
made him so nervous that he couldn't eat 
nor sleep '\'lell. Plans for withdrawal if 
Mr. X--- would not let him explain, and 
if nothing cculd be done. Upset aoout 
plans for withdrawal because he was at 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number __ .. by .College-Teachers·· 
XXXIV important thing was 11what was 
(Cont) wrong With this student". 
XXXV Reported student as being 
snooty, cold, aloof, and 
acting as though she felt 
ttway aboveu the others. 
Deserves a n ••• good talking 
to. 11 
XXXVI Behavior in class described 
as "flippantn even though he 
was older. A feeling that 
the instructor's method were 
being criticized by student. 
Added feeling that he 
"couldn't standu the student 
any longer. 
Types of Feelings Expressed 
--by the- Students Co-ncerned 
the school of his one choice, and happy 
in his academic and vocational objective. 
The father arrived at the conference with 
the student. He insisted on doing all of 
the talking even though he had refused 
the counselor's request to talk with the 
student alone for a few moments. He had 
never allowed the girl to be away from 
home overnight. She had been allowed to 
attend only two movies alone in her life. 
Although she ulived" in the dormitory, he 
had come for her every evening. He said 
that she had told them that the other 
girls would not understand her not 
staying in the dorm, and that it em-
barrassed her; he added, "Can you imagine 
how I 1d feel if anything happened to her? 
She's our only child. We just have to 
protect her." (He withdrew her.) 
Worry that he had done something wrong in 
the particular class that had turned the 
teacher against him. Unaware of the exact 
cause, but curious and worried. Feeling 
that he had irritated the professor be-
cause when he did not understand something 
in class he had gone to the professor to 
talk it over after class ••• so that he 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number - -- -bY College-Te-achers 
XXXVI (Cont) 
XXXVII "A": Worried that a student 
who seemed to have ability 
was failing his course. A 
feeling that something was 
bothering the student. 
Seemed sullen and uncooperative. 
Anxious to help discover the 
reason(s). 
"Bn: Made no attempt to try 
to do the work. Sullen, 
lethargic. Not worth the 
time of Teacher "B" nor of 
anyone else. 
Types of Feelings Expressed 
by -the Student"s Concerned -
could get the most out of the course; and 
so not to take up class time. Final 
agreement with others in the class that a 
student should never question this teacher, 
and should definitely laugh at his jokes. 
On the defensive because of remarks made 
.about him in class by the teacher. Upset 
that the professor would not let him ex-
plain extra work which he had done to 
offset what the teacher had considered as 
insufficient work. 
(Full Scale I.Q. Score on the Wechsler-
Bellevue of 1114-1". Very high scores on 
tests of reading ability, and subject 
matter achievement.) 
Felt "mixed upn and need of psychiatric 
assistance. Afraid of people in general. 
Upset over his life of being sheltered by 
a neurotic mother and being ignored by a 
rough and sometimes alcoholic father. 
Hurt by the ridicule of his peers because 
of his interest in good music and reading 
of the great books. Didn't care if he 
were failing because he was considering 
suicide. (See original transcription of case notes 
for positive results of counseling and a 
"change of scenery".) 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number _____ by College Teacher-S 
XXXVIII Student trying to get away 
with something. Student 
feels that he knows it all. 
Prophecy of failure because 
of his attitude. 
XXXIX Described student as being 
usnippyn, 11 impertinent11 , 
and tried to get away with 
anything she could. 
XL Student described as 
ttexuding insolence11 • 
Prediction of trouble "with 
him". Picture of student 
nslumpingn into his class. 
Types of Feelings Expressed 
-by-the-Students-conce-rned 
Feeling that he was not understood by the 
professor. Upset because the faculty 
member wouldn't let him explain evident 
misinterpretation of his actions and 
feelings. Thought that the fact that he 
had chosen.this college over two others 
where he had been accepted should prove 
his sincerity of purpose. Not trying to 
get away with anything in Physical Educa-
tion, because he wanted to participate 
and was certain that soon the doctor 
would allow such. 
Felt that instructor hated her. Felt 
the instructor had misinterpreted her 
leaving an exam early. Fear of failing 
this required course because of his 
feelings. Upset because in her strong 
religious belief she had lettered UJ.M.J.n 
on her paper, and he had ridiculed her on 
paper for it. Described herself as not 
being aggressive as he had said. Afraid 
of the teacher. 
Although angry at the instructor and ad-
mittance that probably it all was his 
fault. Felt that he had been acting 
rather childish in class with three of 
his former high school friends. Desire 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by College Teachers 
XL Student acting as though 
(Cont) teacher had no right to talk 
with him about such. 
XLI Knowledge of student's 
excellent ability and worth. 
Worry about quality of his 
work, and probable failure. 
Feeling that as a freshman 
he could not get started 
correctly. Offer to help. 
XLII Immaturity as to actions. 
Insolence reported as his 
attitude. He whispers, he 
sneers, and he makes a general 
fuss. Dismissed rrom class. 
XLIII Described student as (1) having 
a superiority complex, (2) 
careless, (3) having an 
Types of Feelings Expressed 
by the Students Concerned 
to explain these feelings to the instructor, 
but a mixed reeling that he was the type 
one could not talk to. Upset by 
instructor's sarcasm, even though he was 
a good teacher. Advice asked as to best 
method or apologizing. 
In trouble, but could not rigure out "why". 
Request for help. Not cognizant of reasons 
for cutting. Feeling that would hurt a 
wonderrul teacher if returned to class. 
Refusal to lie to the instructor because 
of his liking for her. Lack of knowledge 
of1 and worry about, reasons for staying 
out at night and doing his studying. A 
feeling that he needed someone to check on 
him. (A case of a professor 1 s spotting of 
potential trouble and her desire to help.) 
Sorry that he had talked too much. Had 
not meant "anything bad by i tn. Feeling 
that his attempt to be funny had back-
rired. Lack of blame for the teacher. 
Plans for apologies. 
(Upon hearing of these descriptions) Had 
wanted to try but had never in his life 
felt secure. Felt that any such actions 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
-Number - -by -College 'r-eachers -
XLIII irresponsible way of dealing (Cont) with authorities. Lack of 
cooperation. 
XLIV Incompetent. Doesn't even try. 
XLV 
Sometimes-sits like a "log"; 
other times wiggles all over. 
Predicted course failure• 
Observed attention given to 
the opposite sex. Possible 
sex problem. 
Stated realization that 
student resented her. Desire 
for attention. (Overt desire.) 
Thought student had a school-
boy crush on her. 
Types of Feelings Expressed 
- by the- st-udents COncerned --
might be traced to the tough neighborhood 
which had forced him to talk fast and use 
his fists. Disappointed that his attempts 
at being honest and sincere had been mis-
understood. He did not feel superior. 
Very sorry to have done anything that 
would cause people to see him in such a 
light. 
Felt ready to 11 die 11 • Desire to escape 
from her feelings of frustration. Desire 
to withdraw. Homesick but fear of re-
turning to a very strict home. Afraid of 
something, but didn't know what. Had 
lived almost completely within herself. 
Desire to get these feelings out in the 
open to someone she trusted. Feeling 
that once she had gotten these feelings 
into the open and if she could bring 
herself to taik, she would be "all right 11 • 
Wonder about teacherts statement that he 
had a hesitance in his speech. Stated 
knowledge of his temper, frown, blowing-
up, tension and nerves. Feeling that all 
of these things "simmered downn after a 
little While. No lasting resentment at 
being embarrassed before class by the 
teacher. " ••• never give a damn •• " feeli~g 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number- · -by College Teachers -
XLV (Cont) 
XLVI (Requested to report as 
"Faculty Adviser") 
Well adjusted to school. 
Adjusted to and had accepted 
the fact of her broken engage-
ment. Enjoyed her relation-
ships with woman for whom she 
worked. 
XLVII Laziness and lack of studying. 
Need for compulsory withdrawal 
from class. Assistance to no 
avail. No time to plead with 
him any longer. 
Types of Fe~lings Expressed 
by the Students Concerned--
verbalized. Feeling that it was " ••• me 
first" all the time. Sibling rivalry: (Small grudge against brother: Taller, 
socially acceptable, with girls.) 
Stated embarrassment and shyness in groups, 
and \dth girls. Feeling that his associa-
tion with older young people while in high 
school might have led to flippancy with. 
teachers in college. 
Request for help. Refusal to request 
counseling from a woman. Stated Problems: 
Nervousness, moodiness, vTeak eyes, 
frequent headaches, having no one to tell 
her troubles to, breaking up a love affair 
and trying to decide what to d.o about it, 
thoughts of suicide. 
Fear of failure of this required course. 
Description and display of the extra re-
search work done for the course. Frustra-
tion because could not understand the work. 
Request for help so as to pass the course. 
Lack of fear of any other course. 
1\) 
XLVIII Should be refused entry into Feelings of inferiority stemming from ~ 
Junior Year on basis of: Lack tthomen (First generation parents.) A 
TABLE IV ( CONTINUED ) 
_ Qas_~ __ Typf3_S_ ()~ _ :F~e!:!-J:lg~ -~__m.-~§~~ct 
Number by College Teachers 
XLVIII of truthfulness. A pathological (Cont) liar. Upset because of number 
and type of excuses offered for 
absences. 
XLIX Failing grade due to lack of 
maturity and fear of failure. 
Lack of cooperation with 
teacher. Lack of ability to 
control pupils (in his 
training situation). Not 
"knowing his place" with his 
superiors. 
T:n>_E!~- ()f_~_~e~:b_~§1 __ ]5xpr~~§l~g _______ _ 
by the Students Concerned 
tying of beginnings of his college diffi-
culties with ~is marriage. Upset because 
wife could not understand why he should 
be refused entry into his Junior Year 
when his academic grades were above 
average. Fear of telling his wife the 
reasons as he saw them. Belief that 
certain professors had a grudge against 
him. Denial that his several necessary 
excuses were not valid. Realization that 
refusal of entry into the Junior Year 
might have something to do with committee's 
interpretation of his personality. 
Realization that an appeal would do little 
11 goodn. Plan to inform wife that the 
best plan was for transfer. 
Felt inferior and never loved while at 
home. Memory of parental ridicule, repri-
mand, and rejection of his decisions. 
Fear of a "sharp voice11 and misunderstand-
ing on the part of anyone. Because he 
feared such he had developed an aggressive 
exterior in Navy. Having difficulty 
ridding himself of this exterior back in 
civilian life. Now obsessed by fear of 
failure, and strong desire to work with 
youngsters. Feeling, and offered proof N 
of summer experiences, that when he was ~ 
ttin charge", he could do an excellent job. 
Blame placed on himself. Pleading for help 
so that he might graduate. 
·, 
TABLE IV ( CONTINUED ) 
Case Typeaof'.Feelings E_xpress~d 
Number by College Teachers 
L 
LI 
Belief that present ability 
was not being used. 
Realization that use of 
sarcasm had been a mistake; 
and had not altered her 
ultimate course failure. 
Feeling that student was 
"worth" help. 
Description of student's 
strange behavior: in a haze, 
strange look on face; habit 
of tapping things with pencil. 
Something 11wrongtt, and in 
need of help. No knowledge 
of cause(s). 
Types at Fe~lil'lg_s EJC~re~s~d 
by the Students Concerned 
Feeling that instructor 11 had it in for 
her11 • Decision to ttgive up11 and to with-
draw. Instructor had made her feel that 
she was not capable. Shame that she was 
not living up to her scholarship require-
ments. Shock over first failure. 
Refusal to repeat the course. Frustration 
over discrepancy between known abilities 
and academic difficulties. 
A stated knowledge that compulsive actions 
had been caused by home and early school 
environments. (Dislike and fear of school 
and home troubles.) Detailed description 
of past and present compulsive habits and 
actions. (Touching things up through even 
numbers; compulsion to return to any point 
via the exact ·same route, and the many 
difficulties this had caused him; etc.) 
Description of his dreams and their ex-
treme importance in his life. Worry over 
his nightmares. Desire to be rid of his 
dreams and his compulsions. Description 
of train accident, head injury, and 
hospitalization. Pinpointing of his 
present Ufeelingsn after completing plastic 
surgery. Fear of telling anyone of his 
compulsions, actions, headaches, etc., ~ 
because people would feel that someth~ng ~ 
was wrong with his mind. Desire to commit 
suicide because of the above. (Referral 
for psychiatric treatment.) 
·~' 
" 
··, 
'• 
~,... 
·~ 
., 
·1 
~ ·: 
.~ •J 
·~" 
'~ 
'. '~.:!~ 
.;:l -~ fJ 
.~ ;:j 
·. ~. ·:~ ~i 
:fl 
~~ 
... :~ 
-;;.} 
-4 
~ 
'·:~ 
l: 
' 
TABLE Ill' ( CONTINUED ) 
Case Types of Feelings Expressed 
Number - ---by- College Teachers - ·· 
LII 
LIII 
Teacher nAn: Planned refusal 
into major department; but 
requested information so not 
to have a complete mindset. 
Feeling that student was either 
lazy or did not have ability to . 
do college wo~k. Others had 
agreed with his impressions. 
Faculty "Btt: Failure to see 
why student deserved help. 
Feeling that student was in 
college to get the 11G.I.Bill11 • 
Predicted course failure. 
Doubt that student had the 
ability to do college work. 
Reported lack of' understanding 
of' the student. Predicted 
course failure. Feeling that 
he had ability. Observed 
attitudes of a nsmart alec" at 
one time, a "dreamer" the next. 
Irritating, and uncooperative. 
Feeling that student looked at 
him as being "dirt". Expul-
sion called for if help is 
questionable. 
Types of' ~eeli~gs __ Expr~~_sed 
by the Students Concerned 
(Score of' 1113011 on the rrcalifornia Test 
of Mental Maturityn, and tests of' reading 
ability scores at the "95th .%ile 11 .) 
Lack of' definite vocational plans until 
this time. Feeling of' improvement as to 
maturity. Happy at last in his choice 
of' study. Plans being made for graduate 
work in his major field. 
Plans for immediate withdrawal. Sullen-
ness and reticence changing to open, 
pleading type of account of'. feelings. 
Worry over home conditions. (Drunken 
brother Who refused to work. Invalid 
mother who had to work. Student was 
otherwise the ·sole support.) Worried 
because had to work nights which caused 
him to be very fatigued, and particularly 
in his early morning classes. Upset over 
mother's constant complaining and crying. 
Disturbed because he had turned to alcohol 
because of the above, and was starting to 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by College Teachers 
LIII (Cont) 
LIV 
LV 
Student's reason for request 
to reenter college based only 
on fact that after being in 
the work world he had found it 
was neasiertt to be in college. 
The college would be better 
off without him. Student did 
not have the ability required 
to do college work. 
Student, not the professor had 
initiated the action leading 
to withdrawal from his course. 
Insistence that the withdrawal 
had not been based upon his 
recommendation nor reque~t. 
Types of Feelings Expressed 
by the Students Concerned 
like it. (Father had died an alcoholic.) 
Intense desire to ttrise above" his back-
ground; and to work with the under-
privileged children. 
Stated sincere desire to return to college. 
Feeling that previously he had been affected 
by his recent experiences in the service, 
and by his association with a group of 
students who had had the wrong attitude 
about obtaining a college education. Had 
then felt tha. t it was u smart" not to do 
the required work. Although it would be 
a financial hardship to return, the student 
felt that his experiences "outside" had 
taught him a lesson; and that to return 
was his sincere desire. Sincere feeling 
that he had the ability to succeed 
academically. (Showed counselor rtArmy 
General Classification Testu score on 
his records as being an I.Q. score of 
"126".) 
Disagreement with teacher's version of the 
situation. Insistence that the professor 
had instigated the withdrawal. Feeling 
that sarcasm, and pointed and embarrassing 
remarks in class had been employed for 
the specific purpose of forcing her 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by College-Teacners 
LV Particular pains had been taken so (Cont) that the student would not 
construe such. 
LVI Teacher 11Au: Having no difficulty 
in the course. Nothing unusual 
noticed about the student or her 
work. 
Teacher "B11 : Reported indica-
tions of extreme nervousness, 
tense movements of head and face, 
clipped and nervous mannerisms. 
Having no difficulty in course. 
Teacher ncu: Predicted failure 
of course. Defiant attitude, as 
though it were beneath her to do 
the course work. Required 
"papers", a hodge-podge and not 
worthy of a high school freshman. 
Teacher 11D11 : Lacking in ability 
to do the work. Failure pre-
dicted without question. 
Faculty "E": This Dean spotted 
difficulty her nervousness and 
tension, eic., and referred her to 
the counselor. 
Types of Feelings Expressed 
by the Stuaents Concerned - - -
withdrawal. Desire on the part of the 
professor to be rid of her. (Voluntary corroboration of student's 
version by two classmates.) 
(During the three months before re-
ferral for psychiatric assistance, 
after difficulty reaching insight for 
such therapy on the part of the 
counselee, the following types of 
feelings were among those expressed by 
the student. I.Q. scores in the Very 
Superior class were recorded.) 
Felt ttawful". Very perturbed about 
her experiences, past and present, in 
her home. (Parents divorced; Father 
ill; hated Mother in many ways; Mother 
living with another man; had accidentally 
witnessed Mother and the man in act of 
intercourse; hanred for this man whom 
she termed as being a "drunkard"; 
Mother and the man had recently married; 
etc.) Experienced difficulty in attempts 
to study at home. Unaware of an extreme 
tic. Continued refusal to talk openly 
of her difficulties to a psychiatrist. 
Hesitant admission of strong sexual 
desires which bothered her. Worry over ~ 
masturbation. Feelings of extreme ~ 
loneliness. 
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TABLE IV ( CONTINUED ) 
Case -Types ·of Feelings Expressed Types- oi' Feelings Expressed 
by the Students Concerned Number by College Teachers 
LVII 
LVIII 
LIX 
Refused entry into professional Frustrated and upset. Transfer planned. 
training because of a speech de- (Accomplished; and student graduated from 
feet. A problem of speech and another accredited institution.) 
personality. Speech ~~s re- Perturbed because these traits had not 
ported as being indistinct and been pointed out before the end of his 
unintelligible. Lack of Sophomore year. 
positive or desirable qualities 
to fit him for teaching. 
Question of student 1 s lack of 
study. Appeared to be 
"blase"'; and not bothered by 
lack of study. Could do the 
,.,ork if he tried; but not much 
on the ball. 
Teacher "A11 : Over-confident 
of his own ability. Appeared 
sullen and had an air of having 
had injustice done to him. 
Very worried because had transferred from 
another college so to be able to major in 
the particular department. Worried about 
his low grades from this professor. 
Afraid and worried that he would not be 
accepted into the department. Felt that 
. teacher bragged about his trying to Ufoolrr 
them on tests. Upset because professor 
had not helped him see where he was 
"missing the boat" when he went for extra-
class assistance. Mixed up and frightened. 
Reported hours of work spent on the subject 
to the detriment of his other subjects. 
Fear of father's reactions to the low 
grades. Appeal for help. 
Could not stand the college situation. 
Compulsion to join the service because all 
of his friends were "in". Still retained 
desire to eventually teach and coach. 
l';f 
~ 
oe 
.. ~ 
TABLE IV ( CONTINUED ) 
Case Types of Feelings- Expressed· 
Number b~ College Teachers 
LIX Must control his feelings (Cont) better if he were to teach. 
LX 
Teacher 11Btr: 
Attitude: Uncooperative, cocky, 
a bit rebellious. 
Future: Could not imagine 
student with enough patience 
or interest in people to 
become a teacher. 
Teacher "A": Decision not to 
keep him in class because of 
absences which had included 
missing two tests. 
Faculty 11B11 : Adverse effect 
of the service experience. 
Repetition of former negative 
actions. Should not be 
allowed to continue as a 
student. 
Types of Feelings Expre-ssed-
by the Students concerned 
Perturbed by parental attempts to control 
the details of his life. Desire to with-
draw and marry. Uneasy about the subter-
fuge, but happy that it "didn't matter11 
to the couple, because he and the girl 
were already married. A child had been 
on the way. Basically disturbed because 
all of the above were affecting his 
studying and his marks. 
Admission of fault but extreme dislike of 
teacher "Au. Feeling that his absences, 
and having been reported to Faculty "Bn 
would mean his dismissal. Perturbed 
because they would not allow him to ex-
plain his first cut which could have been 
an excused absence. Feeling that could 
not rrstandn being in a class where teacher 
constantly read from notes. Belief that 
could pass the course easily if he wished, 
and had already completed the outside 
required papers. Frustrated because none 
of the students dared tell the teacher 
that she, teaching the class for the first 
time, was repeating materials they had 
already covered in another course. Wonder 
why he should not be allowed to cut if he 
could pass the course. 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Concernea . 
Number by College Teachers 
LXI Predicted failure in course. 
LXII 
Lack of contribution in class. 
Blank or uinsulting" way of 
looking at the professor. 
Evident lack of ability. 
(Referring to previous call 
concerned with probable failure 
of the student.) 
Marked improvement in the 
course. The interest being 
shown in the course, finally, 
made .it a n joy" to have the 
student in class. Feeling that 
the student's past poor record 
in his course had been due to 
ill health. 
·Types o:r Feelings Expressed -
by the Students Concerned 
Upset because of this one required summer 
course for graduation credits. Perturbed 
because his friends had graduated and he 
was in a class of strangers. Affected by 
his belief that the professor was not a 
ngood" teacher; his attempts to "forceu 
discussion from the class; and evidenced 
fear to allow for 11natural11 , fre.e dis-
cussion. Aroused by the "applepolishingrr 
tactics of the teachers-in-service in the 
class who, after class, vocalized his 
same impressions of the teacher. Uneasi-
ness that because of the heat and his 
feelings expressed above he had allowed 
himself to flunk the first test due to 
lack of study. 
Report of his marked improvement and the 
effect it had upon the teacher. Perturbed 
that he had now ttentered the apple-
polishing class11 • He had lied, telling 
·the professor that he liked the course; 
that it "had been the heat" and ill health 
causing his poor showing; whereas it was 
11 the lousiest course" he had ever had. 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings-Expressed 
Number by College TeaChers 
LXIII Teacher 11An: Excellent prognosis 
as to future as a teacher. Dem-
onstrated ability to think. 
Teacher "B": Ability to use good judgment. Knowledge and use of 
fair play and justice. 
Teacher "C": Not able to master 
the class material. Not 
recommended for teaching. 
Teacher nDn: Recommended rejection 
of student's request for entry into 
professional training. Wrong atti-
tudes: Suspected cheating, looking 
for an easy way out, acceptance of 
the importance of associating with 
the "right" people if a student 
wished to receive good grades. Lack 
Types or Feelings -EXpressed-
by the Students Concerned 
(Superior ability exhibited on tests 
of intelligence.)· . 
Firmly convinced of his desire to 
become a teacher. Feeling that ex-
periences in the work world had added 
to this desire. No mention of 
knowledge of existence of negative 
personality traits. 
of personal integrity and professional 
ethics. 
LXIV Teacher 11A11 : Personality defici-
ency and just average grades, not 
speech qualification cause or re-jection of application for entry 
into professional training. 
Spotted as being·a 11 trouble-maker11 
ever since first year of highschool 
Belief that rejection was based on 
English Department's vote. Feeling of 
injustice that his rejection was based 
mainly on a "just average" grade in 
uvoice and Diction" when it was not his 
major; and ·when the four extracurricula 
activities in which he participated 
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TABLE IV ( CONTINUED ) 
Case Types of Feell:figs~Expressedc__ Type-s of Feelingi Expressed 
Number by College Teachers by the Students Concerned 
LXIV Actions termed "abnormal11 • {Cont) 
Teacher 11Bn: Personality 
characteristics cause of re-jection, not speech. 
LXV Disturbed because student had 
walked out of his class and 
would not talk to him about it. 
Student seen as being ncocky11 • 
Student had considered course 
a "snap" and thought he could 
get away with anything. Plan 
to report the issue to the 
Dean. 
LXVI Defiance of college regula-
tions. Student labelled as 
the type who would defy 
authority. Suspension 
recommended. 
required that he speak before groups, even 
over the radio. RefUsal to break faith 
with member of English Department who had 
informed him that this was the reason. 
Fear of hurting his father with the news. 
A wish that the teacher would leave him 
alone. Upset by father 1 s death the. week 
before, fact that mother would have to 
work. Difficulty concentrating in class. 
Mind wandered. Frustrations causing him 
to rrblow up" in class that day: The 
above; working nights had given him too 
much time to think about them; papers due 
in his courses; exams in the near fUture. 
Thinking about his father and almost on 
the verge of tears in class at the time 
the professor had asked him a question. 
He had been choked up and upset and could 
not bring himself to try to talk. 
Upset because of professor's slurs aimed 
at him. Wondering why something was 
"being pinned on11 him. Denial of even 
owning a car (sold the week before); so 
that he could not have been at fault as 
reported. Wondering why the teacher di·d 
not ttget smartrr. 1\) ~ 
TABLE IV ( CONTINUED ) 
Case Types of Feelings Expr-esse-d Types or-FeeJ:x--ngs ~xpressed -
by the Students Concerned Number by College Teachers 
LXVII Suspended from the class because 
even upon request the student 
continued uncontrollable 
laughter. Described student as 
being immature and silly. 
Feeling that student did not 
like the course and was taking 
it only because it was required. 
Worried about the situation in which he 
had placed himself. Had been compelled 
to control his amusement over the 
professor's actions, but had been able 
to contain himself. On this day the 
student next to him had made a particular 
noise at just the time the teacher had 
terminated a demonstration. This had 
11 strucku him as being funny. Perturbed 
that the instructor would think he had 
been making fun of him. Frustrated 
because teacher would not allow him to 
apologize. Fear of failure of the course. 
Admission of fault combined with lack of 
ability at the time to control. 
LXVIII (Discussing a student partici- A wish that he had not been forced to 
pating in the events of a college attend the picnic. Worried whether his 
picnic.) mother were still alive. (Dying of 
Verbalization of his interpre-
tation of the student as being 
carefree, and not having a 
serious thought in his head. 
Feeling that the student had 
"the world at his command". 
cancer. Several telephone calls to his 
home during the picnic.) Desire to 
return home if needed. 
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TABLE IV ( CONTINUED ) 
Case Types or Feelings- Expressed 
Number by College Teachers 
LXIX 
LXX 
Teacher "Au: Grubby, moody, 
sullen; serious and silent. 
Teacher nBtt: Not possessing 
the qualifications of a teacher·. 
Teacher ncn: Lacking the 
personal qualifications for 
teaching: social graces 
appearance, and manner. ~ullen. 
In need or clinical therapy. 
Teacher "D": Lacking in force. 
Immature. Sour on the world. (Based on mannerisms and 
facial expressions.) Lacking 
in personality required for 
teaching. 
Emotionally upset because he had heard 
that he had been labelled as being "sullen" 
and lacking in personality. Tearful dis-
belief that such could have happened. 
Denial that he had felt negatively about 
the college or any teacher. Knowledge 
that he could be described as being 
11moody11 • Moodiness caused by a conflict 
in his desire to participate in campus 
lite and the necessity to work all hours 
when not in classes. Exhaustion from 
long hours of work blamed tor his evident 
appearance in class. No blame placed on 
teachers for their impressions. Extreme 
desire to teach; and financially unable to 
transfer to another college. Conflict. 
Knowledge from summer Park Program ex-
periences that young people liked himl 
and that he could and liked to work w th 
them. 
Doubt as to honesty of Frightened to talk about her 11 trouble11 • 
student's report of difficulty. Description of advances, ttphysical and 
Seen as a student who was other,d.se11 being made by her training 
always in trouble. Student's teacher from whom she needed a passing 
report or difficulty represented grade to graduate. 
her rationalization in an at-
tempt to forego a toilsome 
training situation and resultant 
poor grade. 
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Case Types- of Fee-ling-s Express$d 
Number by College Teachers 
LXXI No reports from any teacher 
concerning any possible 
atypical behavior nor lagging 
classwork. 
LXXII Diffident attitude and lack of 
attention in class. Preoccupa-
tion. Unsettled and something 
bothering him. Referral for 
TABLE IV ( CONTINUED ) 
Types~~of Feel~ng s ~Expr-essed 
by the Students Concerned 
Students (Reporting about a fellow student) 
Acting extremely oddly for several weeks. 
Losing weight and losing color in face. 
ttGetting the blues11 daily. Harrassed, 
frightened look. Found in rest room on 
several occasions ••• cr,ying. Had left 
the room during a class laboratory period 
because of a crying spell. Although an 
honor student and already granted a 
graduate fellowship at another institution 
of higher learning, she had not been 
studying at all during this difficult time. 
Reported horrible conditions at home found 
on a surprise visit. Student had finally 
told one of the students her story: Father 
acted like a "Prussian11 • He regularly 
beat the student and her mother; made ad-
vances toward her girl friends; was loud 
and boisterous. Black and blue marks 
were evident on the student's arms and 
back. 
Student (in question): Miserable in an 
unbearable situation which was affecting 
her work. Refusal to report her father 
to the authorities. 
Appreciation of the teacher's interest in 
him. Upset by complete lack of vocational 
plans. Use of the present training program 
as a "stop-gap11 • Unhappy and dissatisfied 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by College Teachers 
LXXII counseling. (Cont) 
LXXIII Thought that student would 
blame withdrawal from college 
on the teacher. Having a 
difficult time with the student 
and his remarks. Incompetent 
as a teacher trainee. 
11Syrupyness" approach used 
because he knew he could not do 
the work. Felt that he was 
"better" than he was; and that 
he was not learning anything 
from the teacher. 
LXXIV Knowledge that something was 
bothering the student. Dis-
missal from the course. 
Nervous, snippy, impolite. 
Cutting remarks made in class. 
Refusal to follow an order in 
class. Refusal to talk to 
teacher about her actions. 
Types -of Feeling-s-EXpressefd 
by the Students Concerned 
in his present program. Request for 
tests and counseling. 
Upset because training teadher had told 
him that he had been "making cracks" at 
her. Denial of the charge. Insistence 
that anything he had said had been 
sincere. Frustrated because training 
teacher had never given him a real chance. (Had interrupted him when he had tried to · 
teach, and the opportunities were seldom 
given to him.) Belief that teacher had 
planned to fail him in the course ••• had 
heard of the plans'from another in the 
school. 
Feeling that could not take the blow of 
"failure". Resentment and fear of sarcasm 
aimed at her on part of the teacher. 
Walked out of a class because of teacher's 
sarcasm and knowledge that she was going 
to cry because of it • Dis concerted and 
shocked when Professor had asked her what 
the matter was with her, and had said, 
11You act as if love had set in or something." 
Particularly 11 touchy11 about the word, "love". 
Her fiance' had broken off their engage- N 
ment to study for the priesthood. Lack of ~ 
sleep and food inability to study and in-
attention in class were being caused by 
TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed Types of Feelings Expressed 
Number b~ Co~:I.ege _i'~~cll,er~_ ______ __ .~l>Y the Students Concerned 
LXXIV her continuing love and constant thoughts (Cont) of him. 
LXXV 
LXXVI 
Feeling that the college should 
not do anything for one of his 
character and personality: 
lazy, a playboy, out for money. 
Disbelief of "trumped up" 
excuse for absences and tardi-
ness. An older fellow who 
doesn't seem to care. Desire 
not to get up in morning and 
waiting to see how long he can 
get away with it. Declaration 
of prerogative to dismiss 
student from his course. 
LXXVII Observation of insolence, and 
a sneering look. Immaturely 
feels that he is above class 
Advice requested. Wished to get the "bestrr job he could. He felt well trained, but 
for the sakB of his future students, he 
wanted the job which best suited his 
talents. Serious attempts being made to 
obtain position abroad or with the 
American Indians where they were badly in 
need of assistance in his particular field. 
A fifth year student, new to the institution, 
he came to the counselor to ask how and to 
whom he should report reasons for absences. 
He had not known. Cause of infractions 
were stated: wife in hospital. Student 
worked from 11 p.m. to 7 a.m. Unable then 
to find someone to care for their two 
young daughters in the daytime. Pleased 
that help no\lt obtained for his children; 
and that he could now be in regular 
attendance. Feeling that reason for 
professor's not listening to his excuse was 
because he may have been in a hurry. 
Expressed liking for professor's teaching 
and for her knowledge. Dislike and lack 
of understanding of teacher• s attempts to 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed Types of Feelings Expressed 
Number by Coll~ge Teachers by the Students Conce:ened 
LXXVII requirements. Feeling that (Cont) student hated course and the 
instructor. Concentrated 
counseling recommended. 
LXXVIII Student reported as sleeping 
in professor's class. Wonder 
if reason could be illness, 
long working hours, etc. 
Offer to help if impoliteness 
were not the reason. 
LXXIX Impression of the student as 
being tlfar orrn in his thoughts' 
strange, and silent. Sporadic 
bits of erratic behavior 
noticed in class. Sitting 
bolt upright with a start, e.g. 
Counseling recommended. 
LXXX Student (a diabetic) reported 
as being rude, acting 11as if 
he owned the placeu, obnoxious 
during treatments. A troubled 
frighten the students. Not afraid of it, 
but a belief that such an approach was 
childish. Attempting in class to observe 
why such an approach was used. 
Denial or sleep, with exception or one 
instance for a minute or so. Upset over 
teacher 1s accusation. Tiredness from 
long outside work hours blamed for the 
one instance. Insistence that he could 
describe what had gone on in the class-
room on the days when the professor had 
said he had been sleeping. (Detailed 
description of such.) 
Could not bring himself to tell others of 
his difficulty. Embarrassed because pain 
from metal rod in his fractured leg made 
him ttjum.p ••• anyplace, even in class". 
Very worried and preoccupied because he 
felt that he was losing love for fiancee•, 
but 11 plans" were so .set that he couldn't 
tell her. 
Taught a lesson by his trtight squeeze" 
and own carelessness. Frightened enough 
so that he 'tvotild never do it again• 
"Hurt" by teacher's feelings toward him 
I\) 
~ 
-~ 
.'?l 
, .. 
~ :1 
:j 
~~ 
TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by College Teachers 
LXXX boy with a know-it-all attitude. (Cont) Not phased by the seriousness 
of his physical condition. 
Ignores advice. Should be 
spoken to about his outright 
rudeness. Found in a coma by 
another student because had 
not taken his insulin accord-
ing to instructions. Near 
death at time of discovery. 
LXXXI Teacher "Att: Student 
described as being "placid" 
and "easy-going". Prognosis 
as a student and as future 
teacher: 11very good11 • 
Teacher 11 Brr: A quiet, 
excellent student. Would not 
have thought of student as 
being "bothered11 • 
Types of Feelings Expressed 
by the Students Concerned 
and reports of rudeness. Insistence that 
he had been brought up differently and had 
not been rude nor impolite intentionally. 
Perturbed that teacher had attributed 
rudeness to the fact that he had "barged 
into office for his treatmentu. Attributed 
his actions to "not thinking" and "hurrying 
between classes". Had not meant to be 
11 pushy". Feeling that he had the knack of 
doing the wrong thing with the teacher. 
Assertion that the faculty concerned made 
him nervous by being at him all the time. 
A wish that he would not be treatea as an 
"invalid" all the time. Insistence that 
as a diabetic he was not a "freak11 • 
With difficulty, requested assistance from 
the counselor. Resentment over the fact 
that he had felt compelled to ask for help. 
Very worried about his constant state of 
deep depression. Had now changed from 
his former state of hating all of his 
instructors. Unable to sleep well. 
Description of a life of defeatism. 
Certain of failure in college and in life. (An unusual 11A" student.) Feelings of 
extreme panic when called upon to speak 
before a class. Fear of failure as a ro 
teacher and of standing before a class- ~ 
room. beep desire to become an anthropologist. 
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TABLE IV ( CONTINUED ) 
Case 
Number 
LXXXI (Cont) 
LXXXII 
Types of Feelings Expressed by 
College Teachers 
Refused entry because of a 
lack of personality traits 
desired for a potential 
teacher. Entrance test 
scores below level required 
for successful college work. 
Prediction that he did not 
want to work, but hoped to 
obtain the G.I. Bill by 
attending college. 
LXXXIII Had been made a "fool ofn by 
the student when she had at-
tempted to make him leave a 
room because of disturbance. 
Types of Feelings Expressed 
by the Students Concerned 
In this vocation of his choice he could 
work alone or with others of like 
intelligence and interest. 
Felt that a college degree was so desired 
that he had given up his job to enter and 
graduate from Veterans' High School classes 
in record time. Reported that although 
he could make and was making more money 
than he could possibly make in teaching, 
he sincerely tiished and planned to become 
a teacher. He had been taking courses 
planned around the catalog of the 
particular college, attending all extra-
curricular functions on the campus 1 etc., because he wished so much to attend that 
particular school. Knew he "could do the 
work. Otherwise, how could I have carried 
and passed eleven high school subjects at 
the same tine?" Insistence that, 11J!ve 
got to come here. I 1ve planned so much 
on it." Strong feeling that he had 
"choked up" on the entrance examinations 
because of his desire to be accepted. 
Very upset and angry because all he had 
done was to laugh at. something while in 
the library. Resentment because others 
had ~ughed also; and though it had been 
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. TABLE IV ( CON'J'J:NUED ) 
Case 
Number 
flU 
Types of Feelings Expressed 
b~ollege Teachers 
LXXXIII Student felt that he was a big (Cont) shot because of his athletic 
prowess and receipt of a 
national award. 
LXXXIV Ready to take harsh action 
because of student's 
insolence and silence. 
Reported as being always 
"differentu and consistently 
"out of line11 • 
Types of Feelings Expressed 
by the Students Concerned 
uloud, but it wasn't long." Embarrassed 
because she had ordered him out in front 
of everyone. Refusal to accept her 
feeling and statement that he felt him-
self a nbig shot11 • Upset over such an 
intimation. 
Denial of having done anything unusual in 
classes. Wonder why if older students--
veterans--spoke out in class he couldn't 
express his opinions. Recollection of 
having been "mean" in something he once 
said in class; but that he could not go 
to teacher to say that he was sorry. 
Plan to do so at that time. Realization 
that rationalization might be affecting 
his feeling but wondering if fact that he 
had attended a more liberal school before 
had any bearing on teacher's interpreta-
tion of his actions. Partial realization 
that he should study himself for an 
answer. · 
The reader may see letters concerned ~dth this student, written at a 
later date, sent to the counselor at his request. These letters are 
contained in the separate volume of case studies. They again illustrate 
the definite differences in interpretations of behavior as seen from 
external frames of reference. 1\) ()\ 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by College Teachers 
LXXXV Student reported as being very 
much apart from the group; 
speaking only when spoken to. 
An air of haughtiness, as 
though the world, including 
the college, owed him a living. 
A troubled soul very much in 
need of counseling. 
LXXXVI Seems unaware of the way 
others do things. Unusual 
actions with the 11help11 and 
with other adults which are 
not understood nor accepted by 
them. Has a queer way of 
staring a hole through a 
person. Other students have 
little to do with him, and 
become irked. 
Types of Feelings Expressed 
b~ the Students Concerned 
Request for help in deciding what to do 
with his life. Asked for testing. 
Feeling of complete inferiority complex. 
Great fear of failing in everything. 
Father described as "the town drunk". 
Expressed hatred for him. Described him-
self as being tied too closely to his 
mother. Felt that in any of his successes, 
someone else could have done better. 
Basic question, rrshould I leave college 
now before it is too late and I fail?". 
Barging into counselor's office the 
student related: Very little democracy 
exhibited on the campus. Complained of 
dictatorial methods of dealing with 
students on the part of all the faculty. 
The cafeteria and kitchen were handled so 
poorly that he devised a system to correct 
the situation. He was developing a letter 
to be sent to the Dean describing the 
deplorable state of affairs at the college. 
None of the students were intelligent, nor 
could they discuss world affecting affairs. 
None were there that he could like. The 
counselor was congratulated because he 
·could look the student straight in the eye; 
since the student felt he had the power to 
make people look away. People in general 
were so weak that they could not look 
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Case Types of Feelings Expressed Types of Feelings Expressed 
Number by_Qollege Teachers by the Students Concerned 
LXXXVI 
LXXXVII Feeling that 11 that 11 (Air 
Force) was the place for him; 
not at that college. Confi-
dence that the student would 
never return; and that it was just as well. Student was not 
serious about college. It was 
something to do so that he 
would not have to go to work. 
LXXXVIII 
Recommendation of rejection 
from professional training 
program, and potential expul-
sion from the college. Assur-
ance that returning to a 
classroom during an examination 
he had found the student cheat-
ing. The statement was "backed 
up" by the fact that four 
answers were identical; other 
than having witnessed the 
cheating. Description of the 
class, other than the student, 
directly at a person. The student felt 
that none of the professors had any back-
bone because he could purposely stare 
them down. 
(In a letter to the counselor) 
Advised telling students how much better 
off they were in college. Admitted 
missing college very much; and definite 
plans of returning. On two visits the 
student reaffirmed and reemphasized his 
intentions. The student returned and 
graduated. 
Admission of uheating. Reason for cheat-
ing; it was a surprise examination, and 
everyone else in the room was doing the 
same thing. No one was ready. All of the 
students were upset. And all asked each 
other for answers. Regret that he had 
been the one to be caught. Assurance that 
he would not cheat on a final examination, 
nor on any test where it had been previously 
announced. Reason for cheating: fear of 
failure which he could not "afford11 • 1\) 0'-
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by ~ol~ege Teachers 
LXXXVIII (Qon:t) 
as being outstanding. Definite 
statement that none of the others 
would cheat. A menace since the 
first day, he was loud, uncouth, 
and sly. No surprise over the 
turn of events. 
Types of Feelings Expressed 
by the Students Concerned 
LXXXIX (The veteran, feeling ill and not certain of his vocational plans had de-
cided to withdraw. Since withdrawal under his particular G.I. Bill would 
have caused him to lose his benefits, he was persuaded to remain for tests 
and counseling. His instructors were requested to remark on his academic 
standing, personality, etc.) 
Teacher nA'': Quiet, but with 
great ability. An intellectual. 
Too brilliant to enter into 
class discussions with our 
average student. 
Teacher "B": Quiet, intelligent, 
and an excellent student. 
Written work is brief. This 
was reported due to being, 
" •• brilliant and seems not to 
care about fooling with excess 
words." 
Teacher "C": Absences excused 
because of his exceptional 
Victim or duodenal ulcers. Wife very ill, 
and mother was dying or cancer. Feeling 
that he was maladjusted emotionally, voca-
tionally, and socially. Feared blindness, 
insanity, ridicule, impotency. Living 
with his third wife. Certain in his mind (no medical proof) that he was sterile. 
Inner conflict for having once beaten a 
dog. (However, he was not ashamed of 
having taken his one friend's wife away 
from him.) Never had a truly inspiring 
experience. Could not get along with 
people because he frightened them. He 
dreaded speaking before groups, writing 
anything, persons who are chronic com-
plainers. Rebelled at being told to do 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by College Teachers 
LXXXIX ability and work. Easy-going, 
(Cont.)often lax, older, more mature, 
but exceptional. 11Why, is . 
there something wrong with him?" 
XC 
XCI 
Teacher 11D11 : Extremely intelli-
gent. Yet written work puzzled 
the teacher. Quiet, but does 
participate in class. Obvious 
discrepancy between exceptional 
class participation and written 
work which was barely legible 
and included bare minima. 
A sullen "guy" and the kind 
who thinks he is absolutely 
right in everything. Belief 
that student was trying to get 
away with something. Refusal 
to allow him to withdraw from 
-~~ because he was sick 
and tired of excuses. 
Student described as being 
impolite. Loud talk outside 
classroom. Work handed in 
late, and \vas "messytt? not 
thorough, and unorg~zed. 
Types of Feelings Expressed 
by the Students Concerned 
anything, and loud, coarse, or crude 
persons. ·s.timulated by study and by 
"problems". Frequent moods or spells of 
brooding. Believed he had a phobia 
against writing letters, school papers, 
applications, anything. Although advised 
by a doctor not to smoke, he smoked in-
cessantly. Did not enjoy alcohol, nor 
did he get any real effect from it but 
sometimes would "drink a fifth of this 
stuff at a sitting". 
Admission that although the doctor had 
said that he was physically fit, the 
particular Physical Education Course 
11 scared" him, and was making him so 
tired that it was affedting his other 
studies. Resentment that faculty was 
"making" him stay .in the course. Could 
not admit to peers that he was 11 scared11 
of , nor that it was tiring him. 
Upset because felt he was having personality 
difficulty with teacher. Felt that he 
had never experienced this with any other 
professor. Perturbed because having just joined a group outside her''Classroom who 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by College Teachers 
XCI Lack of manners due in great 
(Cont) part to socio-economic con-
ditions at home. 
Types of Feelings Expressed 
by the Students Concerned 
were laughing at a joke, the teacher had 
picked him out and asked him to see her 
in her office after the class. Felt that 
it was ironic that it had been he who had 
noticed the open door and \-las trying to 
quiet the group. Upset that she had made 
him so nervous while talking to him in 
the office that his mind kept going to 
his untied shoe. He could not explain it, 
but suddenly without thinking he had put 
his foot up on a chair to tie the shoe. 
He realized that this was impolite, but 
it was then too late. Denied getting his 
work in late except in one instance. 
Confused because she had exaggerated this, 
and disturbed because she criticized his 
work a great deal. Baffled because he 
had had no difficulty with any other 
professor. 
At the request of the student, the counselor contacted his other four 
professors to obtain their reactions. All of their replies were positive: 
XCII 
Quiet, but a good '\oJ'orker. 
An excellent student. 
An above average student. I have had no trouble with him in two courses •. 
•••• did a fine job on a panel report yesterday. 
Student described as a 11head-
ache11 even before he was 
Upset because he had been notified that his 
average was insufficient to continue his 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed Types of Feelings Expressed 
Number b;l College T~acher_~ br__ the Students Concerned 
XCII accepted into college. Loud 
(Cant) and boisterous. Question of 
whether to believe him as to 
his complaint or the records. 
As far as the type of notice 
sent, "What does he want, a 
perfumed, personal note? 11 
studies. Felt that there should be more 
of an explanation; and a chance to prove 
himself. He thought he had been excused 
from compulsory Physical Education, but 
the 11F" which he had received had brought 
his average below the requirement.· Felt 
that no one cared to hear his story about 
the reasons nor believed what he said. 
XCIII Had never accepted the rules of Reticent to tell her troubles. Unable to 
a dormitory due mainly to her eat or sleep well because of a problem. 
age and military service. Re- She wanted to marry a man of a different 
luctant to indicate her weekend faith, but her parents refused. Had been 
plans when she left the campus. trying to arrange for a delicate operation. 
Incongruous actions for her age, However, the expense was too great. She 
such as crying while discussing was pregnant. 
the ttearly" hours she had to be 
in the dormitory on weekends. 
Stated wonder why the student 
should act so immaturely at the 
age of thirty. Lied about the 
place she had been over one week-
end. Finally told a partial truth, 
but was "caught" in her 11 error. 11 
Felt that her conscience bothering 
her about her lie caused the 
crying. Very immature person. 
Seems ashamed of her age, and 
lies about it to the other girls. · 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed Types of Feelings Expressed 
Number ~ Col:J.~ge Teachers _________ by the Students Concerned 
XCIV Student should be spanked. 
XCV 
Unstable enough to have tried 
marijuana, and was found 
drugged. The type who is 
always in trouble. Should not 
be at the college. 
Obvious inattentiveness; non-
participant in class; gloats 
and sneers in class. 
Described as being dirty and 
in dirty clothing. Stated 
intentions of dismissal from 
her class. 
Felt that he could not remain at the 
college because of the college. The 
student did not know where to turn, 
however. Admission that he had lied about 
the marijuana. Difficulty in talking 
about it, but admission that he was now 
a user of narcotics. It was not marijuana. 
He was a "mainliner11 • Refusal to return 
to his home. Blamed his ttrotten home 11 
for the predicament he was in. Very 
worried that other students knew about 
him, and the word was spreading that he 
was the fellow " ••• with the monkey on 
his back11 • Ashamed of the habit and 
insistence that he had not meant to do 
it. Stated that he had tried so hard to 
get rid of the unwanted habit. Tearful 
plea for help. (This was obtained.) 
Felt that he soon could not afford to 
continue his studies. Had practically no 
money. Nurse reported that he needed a 
physical examination. Withdrawal from the 
college planned. The world seemed com-
pletely black. Family did not want him 
to go to college. Dislike of the particular 
teacher. Felt that teacher's approach was 
almost a duplicate to his parents 1 way of N 
acting at home; gloating over the fact that~ 
so many will fail. Desire to rebel against 
' 
·i 
"' 
TABLE IV ( CONTINUED ) . 
Case Types of Feelings Expressed 
Number by College Teachers 
XCV (Cont) 
XCVI Student of only average ability. 
Nervous tremor in hands and 
voice, and very ruddy color 
indicating need for medical 
and psychological counsel as 
to the effects of heavy 
smoking and drinking. 
Types of Feelings Expressed 
by the Students Concerned 
of the teacher, his home, and lack of 
money. Bothered by debts, a closet full 
of dirty clothes which he could not 
afford to have cleaned, and lack of food. 
Becoming increasingly morose and troubled 
with thoughts of suicide. Partially pay-
ing for the institutionalization of a 
sister. Thought that the Navy had been 
the only place where he had been happy. 
Positive feelings about the teacher's 
intervention. Admission of heavy drinking 
habits because he was so tense and 
nervous. Request for help with the real. .. 
problem that was causing the drinking and 
nervousness. His wife, who supposedly 
was working until a certain hour every 
night, had fallen in love with another 
man. The student had been studying at 
home every night and acting as babysitter 
for their son. Although the wife asked 
for a divorce, and flaunted the fact that 
she thought she was pregnant, she agreed 
to stay for the sake of the son and the 
student's college career. The wife, how-
ever, was still going out with the other 
man. The student could not study nor sleep 
because of this, and his attempts to decide 
how to take care of the son. The nervous-
ness was increasing, and his marks were 
"going down". Tearful admission that he 
still loved his wife. 
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TABLE- IV ( CONTINUED ) 
Case Types of Feelfrigs Expressed 
Number by_College Teachers 
XCVII A janitor had reported to him 
that the student had broken 
into a lounge snack bar and had 
eaten some of the food. Since 
the student had been one 
suspected of the theft of money 
from another student's car •••• 
"This all fits." Student could 
not look anyone directly in the 
eyes. Low marks meant that he 
was about to be requested to 
leave the college "anyway11 • 
Recommended dismissal. Refusal 
to accept student's word that he 
had not even been in the lounge 
that night. 
XCVIII Failure in two courses. Not 
keeping her promise to work 
harder. In college just to 
have a good time. Regret that 
he could not seem to help her. 
Types of Feelings Expressed 
by the Students Concerned 
Demand that he be told what "this was all 
about". Proof that he had not been there 
that night after janitor admitted his 
error. 
Very upset about her home conditions. An 
orphan, and living with a sister, the 
sister and brother-in-law had not wanted 
her to attend college, but to work for 
them. Afraid. Her "family" kept con-
tacting her emphasizing the udebt" she 
owed them and insisting that she return 
to them. Strong desire to have another 
sister whom she liked obtain her guardian-
ship, but fear that this would be impossible. 
Concentration impossible because of her N 
thoughts of her home. Ashamed about her e5 
marks and certain that she could do the · 
work. Insistence that she did nothing 
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TABLE IV _( CONTINUED ) 
. Case Types of Feelings Expressed 
Number by College Teachers 
XCVIII (Cent) 
XCIX Student seemed attracted to 
him. Felt that his stated 
desire to enter the priesthood 
was to escape his attraction 
to other men rather than the 
opposite sex. Ambivalent about 
his ardent religious beliefs 
and these feelings. He pro-
tests too much that men keep 
approaching him. Brags about 
plans to date a physician's 
wife 'vho drinks too much and 
who has asked him to take her 
out. Doubt that the student 
would do that. 
Types of Feelings Expressed 
by the Students Concerned 
wrong, but that she was going out on many 
dates because it was the first time in 
her life that she had tasted such freedom. 
Tearfully worried that she might nlet down11 
the state scholarship committee. Request 
of the counselor to help her so that she 
might concentrate and graduate and be on 
her own, 
Stated feeling that he had had too many 
psychology courses. Conflict between his 
religious beliefs and what he read. Choice 
of Biology major merely to obtain a degree. 
Serious thoughts of entering the priest-
hood. Wondered if his carrying only two 
bullets in his gun during the wan had any-
thing to do with his w~ting to be a priest. 
If he had had to kill someone, the bullet 
was to have been for him. Indication of 
homosexual thoughts, but no admission of 
such. Feeling that sexual thoughts were 
a sin. Therefore when he had sexual 
thoughts, he would go to the YMCA "to 
work it off". Constant conflict described 
because of his thoughts of war, psychology 
and biology, and entry into the priesthood. 
Greatest fears were stated as being con-
cerned with "sinning" and "social 
disapprovaln. 
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TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by College Teachers 
c 
CI 
Absent from class all week. 
However the teacher had seen 
him "downtown11 • "Deadwood" 
as far as the school is con-
cerned. Among those trying to 
get a degree for nothing and 
on nothing. When seen, the 
student ulooked like a bum"; 
old clothes and unshaven. He 
had turned away from the teacher 
when seen. Feeling that her 
"intuition" about the student 
had been correct. 
Refusal to recommend student 
for a scholarship. A self-
styled 11High-and-Mightyu; lack 
or seriousness about his 
college work; a show orr; an 
expounder or radical ideas. 
Prediction that he would not 
use his training for teaching, 
but would use his college 
degree to find work where he 
would be "it". 
Types of Feelings Expressed 
by the Students Concerned 
Withdrawal planned. Tired and sick. 
Working an eight-hour shift in a local 
factory. A wife, three children and no 
money. Had seen the professor downtown, 
but had turned away because he had been 
ashamed of his record in her class, and 
or his appearance. Was afraid that he 
was taking all of this out on his family. 
Insisted upon withdrawal. 
The student had heard from some source 
that the faculty member had "voted against 
him11 • Although he had been warned by 
other students not to become involved in 
something they all saw as a problem con-
cerning them, he had openly moved in 
Student Council that an evaluation be 
made or the jobs being done by certain 
faculty members. 11 I meant particularly 
Mr. X--- and they all knew it. I just 
can't hold in when I meet such ineffici-
ency first hand and particularly when it 
is affecting so many of us." The student 
felt that this had aggravated Mr. X--- N 
into voting agains~ him for the scholarship. ~ 
Mr. X--- had been told of the student's 
TABLE IV ( CONTINUED ) 
Case Types of Feelings Expressed 
Number by College Teachers 
Types of Feelings Expressed 
by the Students Concerned 
action. "That probably is why he nearly 
ruined my chances of finishing here." 
Strong stated desire to graduate because 
on it hinged his already received 
acceptance into a training school for 
missionaries. 
The student did graduate. He then left 
for (a foreign land) where he was 
to spend several years doing missionary 
work and teaching. 
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IV. CONCLUDING STATEMENT 
In an effort to reach a point of objectivity from 
which investigative results might be analyzed as to 
problem areas and conditions reported by college students 
and teachers it was found that to an understandable 
degree the la'\>TS of subjectivity remained strong. The 
comparative analyses illustrated in this chapter repre-
sented an attempt to reduce the content of the collected 
raw data to as objective a form as seemed possible when 
dealing with such extremely subjective materials. 
Chapter Five presents the conclusions from the 
investigative and analytical progressions. 
;:;-. 
CHAPTER FIVE 
CONCLUSIONS FROM THE INVESTIGATION 
The issue of this investigation has been an attempt 
to discover whether interpretations of a college student's 
behavior from the external frame of reference of the 
professor might differ in various ways from an interpreta-
tion of the same behavioral incident(s) when described 
within the internal frame of reference of the student 
concerned. 
In this chapter certain conclusions based on the 
results shown in Chapter Four 1~11 be presented. The 
reader will observe that the researcher held to the tenet 
of the national jury, as described in Chapter One, that 
such a study should not attempt to prove that the teachers 
nor the students who served as the population for the 
investigation were right or wrong in their interpretations 
of behavioral incidents. Suchwas not the point at issue. 
The types of differences and s~milarities were to be 
presented. 
It was found that "academic growth" was the subject 
of minety per cent of the sixty-two cases in which teachers 
reperted positive behavior patterns on the part of students 
and in which the students reported the same type of positive 
~rowth. The other six reports were concerned with 
tl personal~ tytt and "social" development. 
276 
Five of the one hundred cases, presented in a 
companion volume, were reproduced in full so that the 
~eader might study with a degree of continuity the 
~ounseling methods employed and the degree to which the 
cases were transcribed. 
Because competent workers in the use of the client-
centered counseling techniques were in agreement that the 
feelings expressed by the counselee constituted the key 
'to the solution of the actual problem(s) two progressive 
analyses of feelings were developed. Comparisons were 
~made of the significant feelings expressed by the students 
and college teachers concerned. This analysis was followed 
:by a comparison of the types of feelings expressed. 
These approaches were illustrated attempts to 
'further clarify and delimit the data to such a degree 
• that in so far as possible a comparison of problem areas 
and conditions reported would be presented in as great a 
measure of objectivity as would be possible in such a 
study dealing with human behavior. 
I. COMPARATIVE ANALYSIS OF PROBLEM AREAS AND 
PROBLEM CONDITIONS REPORTED BY STUDENTS AND COLLEGE 
TEACHERS CONCERNED WITH ANECDOTAL REPORTING 
OF ONE HUNDRED INSTANCES OF BEHAVIOR 
.. -- . - ' .. ~ 
277 
Table V which rollows represents the partially 
objective summation or the interpolative progressions 
from the actual case studies through analyses of 
significant feelings and the types of feelings expressed 
by the teachers and students reporting instances of 
behavior. 
TABLE V 
PROBLEM AREAS AND CONDITIONS DESCRIBED BY COLLEGE TEACHERS AND STUDENTS 
IN ONE HUNDRED REPORTS OF STUDENT BEHAVIOR 
Case-- Problem Area ana Conditions 
Number Reported by Teachers 
I 
II 
III 
SCHOOL 
1. Lack of interest in 
schoolwork. 
2. Feeling of boredom. 
3· Advise expulsion. 
SOCIAL 
1. Manners, discourtesy (crude, uncouth, sullen, 
unresponsive). 
PERSONALITY 
1. Emotional instability. 
2. Superiority complex. 
3. Self-centeredness. 
Problem Area arid Conditions Reported 
by Students Concerned 
SCHOOL 
1. Fear of teacher's ridicule. 
SOCIAL 
1. Concurrent disappointment in love. 
SCHOOL 
1. Dislike of teacher. 
H014E AND FAMILY RELATIONSHIPS 
1. Present family situation. (Wife 
hemorrhaging in hospital. Student 
upset.) 
SOCIAL 
1. Tolerance with and concern for the 
welfare of another student, With 
deprecation of self because was out-
shining the other. 
2. Desire to help another. 
3· Request for help for the other. 
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TABLE V ( CONTINUED ) . 
Case Problem Area and Conai~ions 
Number Reported by Teachers 
IV SCHOOL 
v 
1. Lack of ability to teach. 
SOCIAL 
1. Student not liked by peers. 
PERSONALITY 
1. Spoiled. 
2. Egotistical. 
3. Should be where peers are 
wealthy and eccentric. 
-Teacher 11A11 : 
SCHOOL 
1. Reported that student 
disliked training teacher. 
,~~ 0 
PERSONALITY 
1. Trouble maker. 
2. Inability to get along 
with another. 
TEACHER 11Bu: 
PERSONALITY 
1. Lack of social mindedness. 
2. Cynical, insincere, chip on 
shoulder. 
ProbTem Area and Conditions Reported 
by Students Concerned 
SOCIAL 
1. 
2. 
3· 
4. 
5. 
Denial of antisocial tendencies. 
Shock that he should be so accused. 
If these things were true, would joining the Navy help him to mature? 
Feeling .that friends did not agree 
\vith the accusation. 
Fear that the teacher might be correct, 
and that he had not recognized the 
condition. 
SCHOOL. 
1. Praise for work of teacher and her 
help to him. 
2. Could think of nothing really "wrong" 
in his training. 
SOCIAL 
1. Disturbed that he was labelled as not 
being able to follow the 11leaderu. 
2. Upset that he should be considered 
antisocial ("chip on shoulder"). 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions Problem Area and Conditions Reported 
Number Reported by Teachers ~~- _ _ _ by Students Concerned 
VI 
VII 
·- ---·- ------ - . - - - --
PERSONALITY 
1. Cold ••• sophisticated. 
2. Inability to "reach" the 
children she was training 
to teach. 
SCHOOL 
1. Lack of sufficient 
intelligence to do 
college work. 
2. Did not really try. 
3· No originality. 
VIII SCHOOL 
IX 
Illness feigned because of 
fear of failure. 
SCHOOL 
Lack of attention in class, 
PERSONALITY 
Swell-headed, superior air, 
a "know-it-all11 • 
SCHOOL 
1. Fear of failure. (Not graduating) 
2. Fear of the teacher. 
3. Parental affirmation that the children 
liked her. 
4. Personal conviction that the pupils 
liked her. 
(Superior intelligence) 
SCHOOL 
1. Fear of teacher. 
2. Fear of failure. 
3. Lack or understanding on part of teacher. 
4. Nervousness when in presence of teacher. 5. Strong desire to teach affected by his 
fear of the teacher and failure. 
HEALTH AND PHYSICAL DEVELOPMENT 
1. Lack of sugar in system. 
2. Studied until five in the morning, then 
Mass, and exam with no food. 
SCHOOL 
1. Fear of teacher, 
2. Dislike of teacher. 
3. Teacher 11 sneeringn at him. 
4. Silence in class for fear of ridicule. 5. Loss of interest in subject area which 
he had previously enjoyed. 
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. XABLE V ( CONTINUED ) 
Case Problem Area and Conditions Problem Area and Conditions Reported 
N_wnber R.eported by Teachers ···~··-··· py Students Concerned 
X 
XI 
XII 
PERSONALITY 
l. Sensitive. 
2. Defensive air. 
3. Talked little 
~. In need of counseling. 
(In an effort to gain rapport 
teacher had stopped criticizing 
any statements made by the 
student.) 
SOCIAL 
1. Rebellion against authority. (Flaunting of school policy 
and regulations.) 
2. Type of student who.would 
initiate such mischief. 
SCHOOL 
SCHOOL 
l. Embarrassment in class. 
2. Realization of previous wandering from 
"the pointtt in class. Embarrassment. 
3. Worry that was being ignored by the 
teacher because of this. 
HEALTH AND PHYSICAL DEVELOPMENT 
1. Physical defect. 
2• Fear of pity. 
SOCIAL 
1. Condemnation of act as being Childish, 
foolish, and ill planned. 
2. Feeling that it was an attempt to 
frighten the Residence Head in an 
unacceptably social manner. 
Preconception of probable failure. 
PERSONALITY 
Slow-moving, slow talking. 
SCHOOL 
1. Lack of interest in 
schoolwork. 
2. Would not be acceptable 
to pupils. · 
SOCIAL 
Extreme appreciation for having been 
guided away from delinquency in his youth; 
and the desire to do the same for others. 
SCHOOL 
1. Application to the point where he 
taught part time at State School for 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions Problem Area and Conditions Reported 
Number Reported _py _TeacJ:lers __ by Students Concerned 
XII 3· College should not (Cont) approve him. 
XIII SCHOOL 
XIV 
1. Probable failure. 
2. Lacking the intelligence 
to do the work; and to 
understand the class. 
material. 
3. Not able to hide his own 
lethargy. 
SOCIAL 
In a world of his own. 
SOCIAL 
Suspected Lesbian tendencies; 
in need or therapy. 
Boys because they needed help and 
attention. 
2. Very successful as teacher. 
SCHOOL-- (I.Q;. Score or 11127".) 
1. Positive desire to teach young children. 
2. Fear of instructor. 
3. Refusal to just "get by" in course 
where dislike for instructor was so 
strong. 
Lt-. Withdrawal plans because of above and 
below listed reasons. 
HOME AND F .Alv1ILY RELATIONSHIPS 
l. Family pressure not to attend colle.ge. 
2. No financial assistance from family. 
HOME AND FAMILY RELATIONSHIPS (No denial or report.) Mental hospital 
report emphasized effects or an extremely 
abnormal homelife. 
MAIN ISSUE: Only one professor reported any atypical behavior pattern even 
though student had been on campus for two years. 
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TABLE V ( CONTINUED ) 
eas-e- Problem Area- a!l.d--Corid.Itions 
Number Reported by Teachers 
XV 
XVI 
SCHOOL 
1. No attempt to adjust to 
college life and require-
ments. 
2. Not suited for the 
teaching profession. 
3. Deserving of suspension. 
SOCIAL 
1. Drinking 
2. Manners 
3. Discourtesy. 
Problem Area and Conditions Reported 
by Students Concerned 
SOCIAL 
1. Confident that he had done nothing 
wrong. 
2. Knowledge that other students were 
doing same thing without knowledge 
that it was wrong. 
3. Thought that teacher had wronged him 
because he had felt that the student 
had not lived up to a social obliga-
tion which was of personal interest 
to the instructor. 
(The studentt after being recalled into 
the Army, had again returned to college.) 
SBHOOL 
1. Difficulty in readjustment to college/ 
academic life. 
2. Need for assistance in this readjustment. 
3. Stated desire for academic success so 
that he might teach. 
4. Annoyance over method of teaching in 
certain courses. 5. Feeling that in certain courses he 
could obtain the same material from 
books. 
6. Feeling that he could not explain his 
feelings to this professor. 1\) 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
XVII SOC!.Ar; 
1. A show-off. 
2. Typical New Yorker who 
thinks he can get away with 
anything. 
3. Insincere. 
ft.. Heard that he had been 
drinking heavily. 
Problem Area and Conditions Reported 
by Students Concerned 
PERSONALITY 
1. Tearfully asking for help and advice 
as to his emotional condition. 
2. Not sleeping nor eating. 
3. Worried about anything he did-
HOME AND FAMILY RELATIONSHIPS 
1. Family '\vould not care how he acted; how 
he had ttmade a fool of himself". 
2. Extremely worried that he might be 
becoming like his father. 
3. Could not accept the manic-depressive 
moods of his father. 
~. Belief that his father 1 s actions had 
been a cause of his mother's death. 
SOCIAL 
1. Afraid that he was making other people 
miserable too. 
2. Upset that he had made a fool of himself 
at a dance. 
SCHOOL 
1. Strong desire to teach children. 
2. Appreciation of the fact that the school 
was giving him another chance. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
XVIII SCHOOL 
XIX 
XX 
1. Felt misjudgment of 
student's capabilities. 
2. Not mentally aleDt. 
3· Dull. 
4. Need to show student that 
he was not of college 
· caliber. 
SCHOOL 
1. Could not 11 reachn student 
in his classes. 
2. Student not 11 catching on". 
3. Student not interested in 
the class material. 
4. Student not listening. 5. Estimated unsatisfactory 
grade to be earned. 
SCHOOL ' 
1. Indifferent about the 
course. 
2. Indifferent about 
3· 
failing the course. 
Indifferent about the 
instructor. 
Problem Area and Conditions· Reported 
by Students Concerned. 
(Wechsler-Bellevue total I.Q. Score •• "l2311 .) 
HOME AND FAMILY RELATIONSHIPS 
1. Strong family disagreement with voca-
tional plans. 
2. Father's attempted suicide. 
3. Father 1s impending bankruptcy. 
~. Lack of plans for parents' future. 
(No problem) 
1. Lack of worry about that particular 
2. 
3· 
4. 
5. 
6. 
course. 
The one course that he truly liked 
during that term. 
Lack of worry over lo'ttl grades to that 
date because he knew he could do it. 
Admitted being lazy in school. 
Proud of the extra work then being pre-
pared in that particular course because 
he was so interested in it. 
Stated interest in entering a vocation 
pertaining to this subject area. 
SCHOOL 
1. Fear of failure. 
2. Disturbed because of lack of compre-
hension of the course material. 
a: 
Asserted as to great amount of study. 
Embarrassment and fear of answering 
in class. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
XX 4. Definite prediction of 
(Cont) failure. 
XXI 
XXII 
SOCIAL 
1. Haughty because of high 
position in the student 
body. 
2. Reticence in answering 
important questions during 
interview. 
3· Hedging, as though being 
tried, during interview. 
4. Lack of cooperation. 
SCHOOL 
1. Lack of interest in the 
course. 
2. An inattentive student. 
3. Inarticulate. 
4. Unable to look directly at 
the professor. 
Problem Area and Conditions Reported 
b~ Students Concerned 
5. Fear of teacher. 
6. Avoidance of teacher 1s question in 
class because of the above. 
SOCIAL (Termed by Army to have been com-
pletely rehabilitated and cured of a 
neurosis; and honorably discharged.) 
1. Fear that he might not be cured for 
always. 
2. Fear that people would know of his "past". 
3· Fear that in the interview he had ruined 
his Chances of obtaining a teaching 
position through the particular person 
involved. He had been unable to talk 
and had become visibly angry when the 
interviewer had asked pertinent questions 
about his Army experiences. 
4. Shame that he automatically hid his 
record from others. 5. Question whether or not he should openly 
tell superintendents who would be inter-
viewing him for teaching positions. 
SCHOOL 
1. Fear of standing and reciting before one 
particular class. 
2. Lack of fear in other classes, and 
before Sunday School class. 
3. Week 1s lack of sleep, and no food for 
two days because of the above. 
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TABLE V ( CONTINUED ) 
Case Pro~lem Area and Conditions 
Number Reported by Teachers 
XXII 5. Predicted failure. (Cont) 
XXIII SCHOOL 
XXIV 
1. Poor study habits. 
2. Inadequate academic back-
ground. 
3. Inarticulate. 
~. Poor reader, and read 
without understanding. 5. Puzzlement over fluctua-
tions between poor and 
good performances. 
6. Acted sleepy in class. 
PERSONALITY 
]L. Complete lack of 
inhibitions. 
2. Not a care in the world. 
3· Flaunting of his caref~ea 
attitude. 
Problem Area and Conditions Reported 
b;r Students Concerned 
4. Ridicule in same type of course in 
high school recognized as being a 
possible carry over cause. 5. Fear that her problem would appear 
foolish to teacher and others. 
(Reading Ability total score at the 73%ile. 
Excellent high school record.) 
SOCIAL 
1. Did not need to study in high school. 
2. "Social whirl" during first term in 
college. 
3. Lost interest in school work. 
~. No desire to prepare to teach. 5. No desire to remain in present college. 
6. Loss of motivation for school, and 
everything. 
7• No desire to make up for poor first 
term record. 
HOME AND FAMILY RELATIONSHIPS 
Felt badly that he was treating his mother 
in this manner. 
PERSONALITY 
l. Disturbed over his feelings of tension. 
2. Disturbed over need for nightly 
sleeping pills. 
3· Felt very inferior and "no good for 
anybody". 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
XXIV 4. A ham-actor. (Cont) 
XXV SCHOOL 
1. Not possessing of the 
qualities to become a 
teacher. 
2. Not capable of doing 
college work. 
HEALTH AND PHYSICAL DEVELOPMENT 
1. Slight speech defect a 
hindrance. 
2. Stuttering based on a · 
superficial cause. 
3· Defect brought on by ten-
sion in situations where 
intellectual ability was 
required but was lacking 
in the student. 
Problem Area and Conditions Reported 
by Students Concerned 
HOME AND FAMILY RELATIONSHIPS 
1. Hatred for home. 
2. Upset by mother's emotional reactions 
to enter the service. 
3. Avoidance of home and mother by staying 
out nights. 
(Full Scale Wechsler-Bellevue I.Q. Score: 1111611 .) 
HEALTH AND PHYSICAL DEVELOPMENT 
Definite speech defect asserted by doctors 
and speech therapist. 
SOCIAL 
1. Onset of defect traced to his kindergarten 
year; and to feelings of horror that he 
had committed a moral sin (pinched his 
young brother's sexual organ.) 
2. Strong feeling and assertion that such 
an act was 11 impuren. 
3. Feeling that a child of any age must know 
right from wrong. 
4. Increase in stuttering whenever the above 
were discussed. 
5. Refusal to admit "guilt" as a contributor 
to his defect. 
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TABLE V ( CONTINUED ) 
Case Problem ·Area and Conditions 
Number Reported by Teachers 
XXVI SCHOOL 
1. Inability to do acceptable 
work in college. 
2. Absences also affecting his 
work and course grade. 
3. Predicted failure in the 
course. 
~. Lack of belief that one 
instructor could so affect 
a student. 5. Offered to cooperate. 
Problem Area and Conditiolis-Reported 
by Students Concerned 
SCHOOL 
1. Feeling that he was capable of doing 
the work. 
2. Stated knowledge that other students 
felt him to be so capable. 
3. Ill and anuseated because instructor 
upset him so much. 
~. Felt that his memory in other fields 
was affected by this state. 5. Lack of initiative due to feelings 
about the instructor. 
6. Rather liked the instructor and not 
"frightened" by him. 
7. Disliked instructor 1 s "breathing-down-
his-neck" in class. 
8. Irritated by little things done by the 
instructor. 
9. Standing joke with classmates that he 
could never get more than a 11D11 from 
this instructor. 
10. Sincere wish to try to nlike" the 
instructor. 
XXVII SCHOOL HEALTH AND PHYSICAL DEVELOPMENT 
1. Final examination "zna.lie-up11 1. Hospitalized when correspondence had 
not allowed because student been received (depression neurosis). 
had not answered correspond- 2. So upset at that time that felt he 
ence concerned with the could not think nor write. 
exam until just before close 3. Prognosis was good; but being kept 
of school year. under medication until end of term. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
XXVII 2. Course concerned was (Cont) required for graduation 
that term. 
XXVIII SCHOOL 
XXIX 
1. Absances were a purposeful 
pattern. 
2. Just using the college so 
as to receive G.I. benefits 
and college should be rid 
of him. 
Teacher "A": 
SCHOOL 
l. :t-iixture of failing and 
"just-passing" grades in 
course. 
2. Should he give her the 
Problem Area and Conditions Reported 
by Students Concerned 
4. Had tried to explain and apologize to 
professor; and since final examination 
was all that was required he had asked 
to be able to take it during the summer 
after some make-up study. 
HOME AND FAMILY RELATIONSHIPS 
1. Previously withdra~Tn from college due 
to hospitalization of wife. 
2. Could not arrange financially for care 
of the three children. 
3. Student then hospitalized and operated 
on in Veterans' Hospital. 
4. Kaew that he should have notified the 
college that doctor was allowing him to 
return to college that Monday and that 
he wished to try to make up the work. 5. Did not want these things to curtail his 
college studies.. · 
6. Wife so tired of conditions that she 
was nearly ready to "leave him". 
HOME AND FAMILY RELATIONSHIPS 
l. Affected by father's strictness. 
2. Confused by father's doubting of her 
ability to succeed in college. 
3· Upset by her father 1s negative attitude 
about her college attendance. 
1\) 
"' 0 
TABLE V ( CONTINUED ) 
Case Problem Area and Conditions Problem Area and Conditions Reported 
Number Reported by Teachers by Students Concerned 
XXIX additional opportunity to 4. Felt that everything was going against 
(Cont) make up the difference? her to such a degree that her mind was 
XXX 
XXXI 
empty when she reached examinations. 
Teacher "Bn: 5. Disturbed because her life was such a 
SCHOOL "rut 11 • 
1. Student had no conception of 6. Felt that she did have the intelligence, 
the meaning of college level 
work. 
2. Student would never make the 
grade. 
SCHOOL 
1. Could "get nowheren with 
the student • 
2. Lack of initiative a cause 
of poor record in npractice 
Teaching11 • 
3· Lack of self-assurance. lt. Lack of ability. 
5. Offer to help and expressed 
hope that the cause(s) would 
be located. 
SOCIAL 
1. Lying. 
2. Always finding excuses, and 
tricks to blame for own 
failures. 
SCHOOL 
1. Feeling that training teacher wished 
everything his own way. 
2. Disagreement with instructor's methods 
in certain instances, but conformance 
due to fear of affect on final grade. 
3· Due to these feelings he always asked instructor 1 s opinion. 
4. Relief to find that teacher really 
wanted him to try his own methods 
which would then be criticized. 
SCHOOL 
1. Regret that had to withdraw. 
2. Dislike of teacher because he did not 
believe his excuse. 
HEALTH AND PHYSICAL DEVELOP~mNT 
Upset over his own physical condition. 
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TABLE V ( CONTINUED ) 
Case Problem Area arid- Conditions 
Number Reported by Teachers 
XXXI (Cont) 
XXXII SCHOOL 
1. Lack of intelligence to do 
college work, and to pass 
the course. 
2. Lack of application. 
XXXIII SOCIAL 
Lack of effort thinking that 
father's positfon would suffice. 
XXXIV PERSONALITY 
1. Excessive aggressiveness. 
2. Emotional instability. 
SOCIAL 
Intolerance with views of others. 
-' '~ -' 
Problem Area andCond.itions Reported 
by Students Concerned 
HO~m AND FAMILY RELATIONSHIPS 
1. Worried about wife's miscarriage. 
2. Disturbed over family effects on their 
educational, vocational and family 
future. 
3. Worried because of financial debt and 
lack of savings. 
SCHOOL 
1. Fear of failure. 
2. Frightened by teacher. 
3· Lack of basics for course. 
HOME AND FAMILY RELATIONSHIPS 
1. Emotionally upset by conflict with 
person in whose home she was living. 
2. Lack of study time and lack of sleep. 
SCHOOL 
Fear of failure. 
SOCIAL 
1. Tolerant of views and behavior of others. 
2. Frustrated and tense because of actions 
of teacher and roommate. 
SCHOOL 
Upset because of planned withdrawal 
because of the situation. 
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TABLE V ( CONTINUED ) 
Case 
Number 
XXXV 
XXXVI 
Problem Area and Conditions 
- -.-- ·-
Reported by Teachers 
PERSONALITY 
Excessive conceit and 
·aloofness. 
SCHOOL 
L. Dislike for student. 
2. Unacceptable class actions. 
3. Feeling of student dislike 
for instructor's teaching 
methods. 
XXXVII PERSONALITY 
Teacher nA11 : 
1. Wonder and worry as to 
cause of sullenness and 
uncooperativeness, and 
potential failure. 
2. Desire to help. 
Teacher "B11 : 
Problem Area and Conditions Reported 
by Students Concerned 
HOME AND FAMILY RELATIONSHIPS 
Excessive dominance and protection on part 
of' the father • 
,SCHOOL 
1. Worry over unknown actions causing 
teacher's irritability. 
2. Knowledge that a student should never 
question this teacher. 
3. Upset over lack of opportunity to 
explain extra work done. 
SOCIAL 
1. Afraid of people. 
2. Hurt by ridicule of peer groups. 
3. Lack of concern over potential failure 
because of contemplated suicide. 
HOME AND FA}ULY RELATIONSHIPS 
Upset because of his sheltering, neurotic 
mother; and rough and sometimes alcoholic 
father. 1. Sullen1 lethargic, no 
attempt to do the work. 
2.· Not worthy of teacher's time. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
XXXVIII 
PERSONALITY 
Extremely poor attitudes of 
conceit and evasion causing 
failure. 
XXXIX SOCIAL 
XL 
XLI 
Manners (Impertinent. Tried 
to ttget away with anything".) 
PERSONALITY 
Insolence, lethargy, and 
extreme egotism to lead to 
trouble. 
SCHOOL 
.1. Concern over discrepancy 
between evident ability 
and worth of student and 
the quality of work leading 
to probable failure. 
2. Help offered. 
Problem Area and Conditions Reported 
by Students Concerned 
SCHOOL 
1. Upset over teacher's lack of understand-
ing and misinterpretation of his actions 
and feeling. 
2. Sincerity of purpose and goal; not 
trying to get away with anything. 
SCHOOL 
1. Fear of teacher. 
2. Fear of failure of course. 
3. Upset because of teacher's ridicule of 
religious abbreviation on papers. 
4. Misinterpretation of her actions felt. 
SOCIAL 
1. Regret for actions with peers which he 
now considered immature. 
2. Desire to explain actions to professor, 
but afraid of professor •. 
3. Upset by instructor's sarcasm. Angry 
because of it. 
SOCIAL 
Desire not to hurt teacher, whom he liked, 
by the things he was doing. Lack of under-
standing of reasons why he was cutting 
slasses and acting in such a way as to 
cause himself trouble. Worried because of 
lack of cognizance. Request for help. 
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TABLE V ( CONTINUED ) 
Case Prob).em Area and Conditions 
Number Reported by Teachers 
XLII PERSONALITY 
Immature personality, insolent, 
and disturbing causing dis-
missal from class. 
XLIII PERSONALITY 
Emotional instability: 
superiority complex, 
careless, irresponsible, 
uncooperative. 
XLIV SCHOOL 
1. Incompetent. 
2. Lethargic at times; 
immaturely the opposite at 
other times. 
3. Failure predicted. 
Problem Area and Conditions Reported 
by Students Concerned 
SOCIAL 
1. No blame for teacher having the feelings 
about him. 
2. Sorry that his attempt to be funny had 
been misunderstood. 
3. Apology planned. 
SOCIAL 
1. Always had felt insecure. 
2. Environment had caused him to act tough 
for his own protection. 
3. Disappointed that his attempts to be 
honest and sincere had been misunderstood. 
4. Sorry if he had done anything to cause 
people to see him in such a light. 
PERSONALITY 
1. Desire to withdraw, and to die to 
escape her feelings of frustration. 
2. Fear of an unknown something. 
3. Living within self. · 
4. Desire to understand her feelings, get 
them out in the open, and a request 
for help. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions _______ _ Problem Area and Conditions Reported 
Number -Reported by- _Teachers by Students Concerned 
XLV SOCIAL 
Resented yet worshipped by 
student, due to need for 
attention. 
XLVI SOCIAL 
Well adjusted to school, to 
her broken engagement, and to 
the woman for whom she worked. 
-P-ERSONALITY 
1. Knowledge of temper, tension, nerves, 
which abated shortly after appearing. 
2. Feeling that he had a ume firstn atti-
tude. 
3· Feeling that possibly apparent 
11 flippancy11 with teachers was due to 
past associations with older young 
people. 
SCHOOL 
1. Lack of lasting resentment because of 
embarrassment by teacher. 
2. Worried about teacher's allusion to 
possible speech defect. 
SOCIAL 
1. Sibling rivalry (brother). 
2. Embarrassment and shyness in groups 
and with girls. 
PERSONALITY 
1. Request for personal help. 
2. Upset because she was nervous, moody, 
had weak eyes, headaches, not knowing 
what to do about the broken engagement; 
thoughts of suicide. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
XLVII SCHOOL 
Lazy, and inadequate study 
habits showing results such 
that the student should be 
withdrawn. 
XLVIII SOCIAL 
XLIX 
A pathological liar who 
dreamed up reasons for 
excuses for absences. 
SCHOOL 
1. Failure. 
2. Lack of cooperation. 
3. Lack of ability to control 
students (Training 
situation). 
Problem Area and Conditions Reported 
by Students Concerned 
SCHOOL 
1. Fear of failure of course. 
2. Lack o~ fear in other courses. 
3· Frustration because had done extra work, 
yet did not understand course work re-
quired. 
HOME AND FAMILY RELATIONSHIPS 
1. Inferiority feelings stemming from 
first generation parents. 
2. College difficulties tied to time of 
his marriage. 
3· Fear of telling wife reasons for his 
difficulty. 
SCHOOL 
1. Feeling that certain professors had a 
grudge against him and that his absence 
excuses were valid. 
2. Feeling that their interpretation of 
his personality was not correct. 
HOME AND FAMILY RELATIONSHIPS 
1. Made to feel inferior and not loved at 
home. 
2. Parental ridicule, reprimand and 
rejection. 
3· Such memories had caused fear of 
ridicule and misunderstanding. 
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TABLE V ( CONTINUED ) 
Cas~e-- Probl~em-Area arid Conditions Problem Area and Conditions Reported 
Number Reported by Teac11ers . m __ by Students Concerned 
XLIX SOCIAL (Cont) Not knowing his place with 
superiors. 
L SCHOOL 
1. An underachiever. 
2. Felt that his use of 
sarcasm had been a 
mistake. 
3· Worth help. 
LI PERSONALITY 
1. Strange behavior: haze, 
strange look, habit of 
tapping with pencil. 
2. Need of help; but no 
knowledge of cause. 
PERSONALITY 
These fears had caused the development of 
an aggressive exterior. (Encountering 
difficulty ridding himself of this now that 
he was out of the service.) 
SCHOOL 
1. Obsessed by fear of failure. 
2. Strong desire to work with young people. 
3· Feeling of such ability. 
SCHOOL 
1. Instructor against her; and had made 
her feel incapable. 
2. Shame and shock over failure and not 
meeting scholarship standards. 
3· Given up; refusal to repeat course. 
PERSONALITY 
1. Knowledge of compulsive actions and 
habits. 
2. Dreams and nightmares so important in 
his life that he was worried. 
3· Desire to be rid of the above. (Accident, injurf to head, hospitalization in the 
past. 
SOCIAL 
1. Fear of people knowing about his com-
pulsive acts. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Repgrted by Teachers 
LI (Cont) 
LII 
LIII 
SCHOOL 
Teacher "A": 
Either too lazy or lacking in 
ability to do college work. 
Refusal into major department 
based on these impressions. 
Teacher "B": 
Lack of ability to do college 
work. In college to obtain G.I. 
benefits. Not worthy of help. 
Failure predicted. 
SOCIAL 
Unable to understand the 
student. Irritating, un-
cooperative. A dreamer one 
minute, a smart alec the next. 
SCHOOL 
1. Predicted failure. 
Problem Area and Conditions Reported 
by Students Concerned 
2. Thoughts of suicide because of his 
acts and feelings. 
HOME AND FAMILY RELATIONSHIPS/SCHOOL 
Feeling that his personality patterns had 
been caused by early home and school en-
vironments. 
VOCATIONAL 
Lack of vocational pians until this time 
had caused academic difficulties. Now happy 
in his work leading to graduate study in 
his major field. 
HOMEUAND FAMILY RELATIONSHIPS 
1. Worry over drunken brother, complaining 
and crying mother. Sole support of 
family, he therefore had to work. 
Fatigue affecting school work. 
2. Had turned to alcohol because of the 
above. Worried because father had 
died an alcoholic. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions __ . Problem Area a.JJ.d Cond.i tions Reported 
Number Re:Qorted by Teachers _ by Students Concerned 
LIII 2. Dislike of teacher (Cont) evidenced by student. 
LIV 
LV 
LVI 
3. Expulsion suggested. 
SCHOOL 
1. Only reason for desire to 
return to college was that 
it would be easier than 
the work world. 
2. Lacking in ability to do 
college work. 
SCHOOL 
Withdrawal from course had 
been voluntary, the student's 
.own idea. 
Teacher trA11 : No problems to 
report. 
Teacher ttB11 : No problem as to 
SCHOOL. 
PERSONALITY 
Description of extreme tension 
and nervousness. 
3. Desire to rise above his background (so that he might work with under-
privileged children). 
SCHOOL 
1. Sincere desire to return. 
2. Past poor record due to wrong attitudes 
of students with whom he had associated 
because of his experiences in the 
service. . 
3. Feeling that he had the ability to do 
the work based on an AGCT I.Q. of n126n. 
SCHOOL 
Through pointed and sarcastic remarks the 
withdrawal had been instigated by the 
professor because of his desire to get rid 
of her. (Voluntary coiDroboration by 
classmates.) 
(Very superior intelligence scores.) 
HOME AND FAMILY RELATIONSHIPS 
1. Emotionally disturbed over moral condi-
tions and experiences at home. 
2. Because of conditions student could not 
3· 
study at home. 
Extremely lonely because of the effects 
of these conditions. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions Problem Area and Conn:i.tions Reported 
Number Report~g_by Teachers ___ ---~ __ by Students Concerned 
LVI (Cont) 
LVII 
Teacher ncn: 
SCHOOL 
1. Failure in course predicted. 
2. Defiance and attitude that 
course work was beneath the 
student. 
3. Course work not worthy of a 
high school student. 
Teacher "D11 : 
SCHOOL 
1. Failure predicted. 
2. Lacking in ability. 
Teacher "E11 (a Dean): 
PERSONALITY 
Extreme tension and nervousness. 
Referal to counselor. 
HEALTH AND PHYSICAL DEVELOP~mNT 
Speech defect. 
PERSONALITY 
Lack of positiveness and other 
desirable qualities. 
SOCIAL (including moral and civic) 
1. Bothered by strong sexual desires. 
2. Worry over masturbatio~. 
SCHOOL 
1. Frustrated and upset because, if these 
traits and defeats were present, he 
had not been notified until the end of 
his Sophomore year. 
2. Withdrawal because of this. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
LVIII SCHOOL 
LIX 
·· 1. Lack of application and 
study. 
2. Blase• about his lack of 
application. 
3· Little ability. 
SOCIAL 
Teacher ttAtt: 
1. (Over confident) 
2. Sullen and feeling that 
Problem Area -and Conditions Reported 
by students Concerned 
SCHOOL 
1. Fear of course failure. 
2. Fear of effect on his college career 
of such a failure. 
3. Dislike of teacher's methods. 
~. Lack of help from the teacher. 5. Hours spent on preparation for this 
course affecting other areas. 
SCHOOL 
1. Unhappy in college. 
2. Desire to withdraw, marry, and join 
the service. 
injustice was being done. 3. Desire, however, to eventually teach 
and coach. 
LX 
3. Inability to control feelings. 
Teacher trBtt: 
1. (Over confident) 
2. Uncooperative, rebellious. 
3. Lack of patience and 
interest in people. 
Teacher "An: 
SCHOOL 
Expulsion from class due to 
absences. 
HOME AND FAMILY RELATIONSHIPS 
1. Dominance of parents. 
2. Worried about deceit in that he was 
secretly married because of impending 
fatherhood. 
3. Conditions affecting his studying and 
resulting grades. 
SCHOOL 
1. Dislike of teacher. 
2. Dislike of teacher's methods. 
3. Some of absences were thought to be 
excused. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions Problem Area and Conditions Reported 
Number Reported _by_ Teachers by Students Concerned 
LX (Cont) 
LXI 
LXII 
Teacher "B": 
SOCIAL 
1. Negative erfects from the 
service. 
2. Repetition of former negative 
actions. 
3. Expulsion advised because of 
this. 
SCHOOL 
1. Predicted failure. 
2. Lack of ability. 
3. Lack of contributions. 
1+. Insulting manner in class. 
~. Belief in own ability exhibited 
partially in fact that already had 
completed outside work. 
SCHOOL 
1. Upset because friends had graduated 
and he had to take this one summer 
course for graduation. 
2. Poor teaching methods. 
3. Teacher attempting to 11 force" discussion. 
1+. Teacher afraid of nrreen discussion. 
,. Aroused by "apple-polishing11 of class 
SCHOOL 
1. Student strongly interested 
in the course. 
2. Past poor record due to ill 
health. 
members. 
6. Class members felt the same as he about 
the teacher behind his back. 
7. Upset that because of the heat and his 
feelings about the teacher he had 
allowed himself to fail the first test. 
SOCIAL 
1. Upset because he had lied and told the 
professor that he had been ill and that 
he liked the course when he felt that 
it was the worst he had ever had. 
2. Worried because he was now an "apple-
polishern. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number · RepQrted by Teachers 
LXIII 
LXIV 
Teacher 11Art: SCHOOL 
1. Excellent teaching prospect. 
2. Thinking ability. 
Teacher 11B11 : PERSONALITY 
1. Good judgment. 
2. Fair and just. 
Teacher ucu: SCHOOL 
1. Lack of academic ability. 
2. Not recommended for teaching. 
Teacher 11D11 : SOCIAL 
1. Suspected cheating, lying, 
attempts to find the easy 
way out. 
2. Associates chosen for reasons 
of personal gain. 
3· Lack of integrity and pro-
fessional ethics. 
Teachers "Au and 11Btt: 
PERSONALITY 
Personality characteristics 
and actions, NOT SPEECH, cause 
of rejection from professional 
training. 
Problem Area and Conditions Reported 
by Students Conc~erned 
No problem and no stated knowledge of 
negative traits. Positive report of his 
vocational plans, and the benefits he had 
received from past experiences. 
SCHOOL 
1. Very upset because he had been rejected 
becaus~ of grade in a course emphasizing 
voice and diction. 
2. Frustrated because his apparently suc-
cessful extracurricula participation had 
required public speaking. 
3. Worried about effect of rejection on 
his father. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
LXV 
LXVI 
.PERSONALITY 
1. Upset because student had 
walked out of class with 
no apparent reason. 
2. Cocky individual who had 
thought he could get away 
with anything in a u snap" 
course. 
SCHOOL 
1. Defiance of college 
regulations. 
2. Recommended suspension. 
LXVII SCHOOL 
1. Class suspension because 
of immature actions. 
2. Dislike of course by 
student. 
LXVIII (No problem) 
Carefree and lack of worries. 
Problem Area and Conditions Reported 
by Students Concerned 
.HOME AND FAMILY RELATIONSHIPS 
1. Upset because of death of father, and 
that mother now had to work. 
2. Combination of family worries and long 
hours of work causing him to be frus-
trated and worried. 
3. Could not talk to professor when called 
upon because thoughts of father were 
causing tears. 
SOCIAL 
1. Upset by and worried by false accusations. 
2. Proof that he was not guilty. 
3. Wonder at teacher's lack of teason. 
SCHOOL 
1. Worried that teacher would think his 
laughter had been directed at him 
whereas it had been caused by another 
student. 
2. Had not been allowed to apologize. 
3. Fear of failure. 
HOME AND FAMILY RELATIONSHIPS 
1. Upset because of dying mother. 
2. Desire to return to side of mother. UJ 
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TABLE V ( CONTINUED ) 
Cas~ :Pl'Qblem Area and Conditioos Problem Area and Conditions Rep-orted 
Number ReporteA__]:>y Teachers___ by Students Concerned. 
LXIX 
LXX 
LXXI 
Teachers "A" "B" 
ncu'and ltD": 
SOCIAL 
1. Lacking in personal 
qualifications for 
teaching. (Moody, sullen, 
immature, lacking in force, 
serious and sullen, sour on 
the world, etc.) 
SCHOOL 
Student rationalizing and 
being dishonest in an attempt 
to escape course £ailure. 
No reports of problem(s) 
observed. 
SOCIAL 
1. Disturbed disbelief over such impressiOns 
of him. 
2. Agreement that he could be described as 
being "moody", but that such was caused 
by desire for campus life conflicting 
with necessity to work long hours. 
3. Work exhaustion given as reason for 
appearance in class. 
SCHOOL 
1. Denial of negative thoughts about his 
teachers. 
2. Extreme desire to teach. 
3. Known ability to work \dth young people 
from Park Program experience. 
4. No projection of blame on teachers for 
their impressions. 
SOCIAL 
Reported fear of failure because of her 
reactions to "advances11 being made by her 
Training Teacher. 
(After fellow students had reported in-
creasingly obvious physical, emotional, and 
health effects caused by home conditions. U)) 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
LXXI (Cont) 
LXXII PERSONALITY 
Preoccupied, diffident 
attitude; lack of attention, 
bothered. 
LXXIII PERSONALITY 
1. Type who would project 
blame on teacher for his 
difficulty. 
2. Excessive egotism, and 
conceit. 
3. Manufactured mannerisms to 
cover up incompetencies. 
LXXIV SOCIAL 
Dismissal from course advised 
because-of lack of manners and 
defiance of authority. 
Problem Area and Conditions Reported 
by students Concerned 
HOME AND FAMILY RELATIONSHIPS 
1. Extremely affected by unbearable home 
situation. 
2. Conditions adversely affecting her 
course work. 
3· Refusal to report father to the 
authorities. 
VOCATIONAL 
1. Unhappy in present academic program 
which was simply a "stop-gap11 because 
of complete lack of vocational plans. 
2. Stated need for tests and counseling. 
SOCIAL 
1. Upset and worried. because of teacher's 
impressions of him. 
2. Denial of charges. 
3. Insistence upon his sincerity. 
4. Frustrated by lack of opportunity to 
prove his abilities before the teacher. 5. Belief that teacher had planned to fail 
him based on statements made by another. 
SCHOOL 
1. Fear and resentment of teacher 1 s sarcasm. w 
2. Fear of the effects· of failure. ~ 
3· Actions in class due to emotional upset. 
TABLE V ( CONTINUED ) 
Case Problem .Area ~aridConditions 
Number Reported by Teachers 
Problem Area~ ancf Conditions .Reported 
by Students Concerned 
LXXIV 4. Upset by teacher's chance remark con-(Cont) 
LXXV SOCIAL 
Lack of personal and 
ethical standards. 
LXXVI SOCIAL 
1. Trumped up excuses for 
absences and tardiness. 
2. Does not care about such. 
3· Attempting to find how 
long he can "get away 
with it". 
4. Proposed dismissal from 
course because of such. 
'· 
taining a "loaded" word~ · 
Inattention in class due to broken 
engagement and consequent lack of 
sleep and food, and worry. 
SOCIAL 
1. Desire to obtain the job best suited 
to his training far the sake and 
benefit of his future students. 
2. Serious attempts made to obtain a posi-
tion in an area·where peoples-were in 
the greatest need for the type of 
training he could provide. 
SCHOOL 
Feeling that professor's hurry was cause 
of his not listening to his excuses. 
HOME AND FAMILY RELATIONSHIPS 
1. Reasons for absences: wife hospitalized; 
worked all night; no one to care for two 
young children in daytime. 
2. Could now attend regularly. Help 
obtained for his children. 
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TABLE V ( CONTINUED ) 
Case Problem Area and C.onditions · 
Number Reported by Teachers 
LXXVII SOCIAL 
1. Dislike·or course and of 
the instru.ctor because of 
feeling of being above the 
class requirements. 
2. Appearance of insolence and 
sneering countenance in 
class~ 
3. Counseling recommended 
because of the above. 
LXXVIII SCHOOL· · 
1. Sleeping in class. 
2. If impoliteness not the 
reason, help offered. 
3. Wonder as to reasons. (Illness, long working 
hours?) 
LXXIX PERSONALITY 
1. Emotional instability: 
"far off" look strange 
' ' and silent. 
2. Report of erratic behavior 
in the classroom (e.g. 
suddenly sitting bolt 
upright). 
Problem Area and ConCitioris Reported 
by Students ·Concerned 
SCHOOL . 
1. Appreciation of teacher's teaching 
methods and.kno~ledge. 
2. Dislike of teacher's attempt to frighten 
student. 
3. Attempt to observe reasons for such an 
approach. 
SCHOOL 
1. Denial of sleep (with exception of one 
very brief interval when felt himself 
about to doze). · 
2. Insistence, accompanied by detailed 
account, that could describe class 
details on the days professor reported 
sleeping. 
3· The one instance of dozing blamed on 
long work hours. 
HEALTH AND PHYSICAL DEVELOPMENT 
Embarrassment over actions which he could 
not control due to pain caused by metal 
rod in his fractured leg. 
w 
SOCIAL ~ 
Worried and preoccupied because he was losing 
his feeling of love for his fiancee. 
.... 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
LXXIX (Cont} 
LXXX SOCIAL-- (Concerned with out 
. of class actions) 
Manners: Rude, obnoxious, 
know-it-all attitude; ignored 
advice. A troubled individual 
who needed advice concerned 
with lack of manners. 
HEALTH AND PHYSICAL DEVELOPMENT (A diabetic) Found near death 
in a coma due to his lack of 
concern over his physical 
condition. 
LXXXI Teachers 11An and 11B": 
NO PROBLEM (Placid, easygoing; 
prognosis reported as 11very 
good11 .) 
Problem Area and Conditions Reported 
by Students Concerned 
Wedding plans set, so he could not tell 
her. Unable to tell others of his diffi-
culties. 
SOCIAL 
1. Perturbed and hurt by report. Insist-
ence that any possible rudeness had 
not been intentional. 
2. Attributed any such possible actions to 
"not thinkingn, 11hurrying betwee:a 
classes". 
3. Desire not to be treated as an invalid 
and a 11freakn all the time. 
~. Nervous because the faculty concerned 
was nat him all the time". 
5. Frightened, and taught a lesson by the 
results of his carelessness about his 
diabetic condition. 
PERSONALITY 
1. Resented having to ask for assistance. 
2. Very worried over state of deep depression, 
sleepless nightsi life of defeatism, 
certainty of fai ure in anything he did, 
feelings of panic when called upon to 
speak before a group. Because of these 
feelings the student desired a vocation w 
wherein he could work alone, or with b 
those of like intelligence and interests. 
~ ;j 
TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers ~=~=--- · 
Problem Area and Conditions Reported 
by Students Concerned 
LXXXII SOCIAL 
-1. Lacking ability, as 
indicated on test scores, 
to do college work. 
2. Lack of personal-traits 
needed for teaching. 
3· Lack of desire to work to 
succeed in college. 
~. Attending college to obtain 
the G.I. Bill. 
LXXXIII PERSONALITY 
1. Excessive conceit due to 
athletic record. 
2. Lack of social-mindedness 
in class. (Made ~a fooln 
of the teacher.) 
LXXXIV SOCIAL 
Manners: 
silence, 
line. 
Insolence, 
consistently out of 
SCHOOL 
l. Desire to obtain a college degree and 
to attend the particular college so 
strong that had given up a job, on 
which he was already earning more than 
he would as a teacher, to attend 
Veterans' High School so that he might 
be eligible for application. Had been 
attending college functions on his ow.n. 
2. Certain of his ability to do the work 
because he had carried and passed a 
record number of high school subjects 
at the same time. 
3. Had "choked up" on entrance examinations, 
because of strong desire to ttpass". 
SOCIAL 
1. Upset by, and refusal to accept 
teacher's accusation of conceit. 
2. Embarrassed because teacher had repri-
manded him in front of the group. 
SCHOOL 
1. Denial of unusual actions in class. 
2. Wonder at reason why he, an older 
veteran, was not allowed to express 
opinions in class. 
3. Wonder if his previous attendance at a 
w 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number -Reported by Teache:rs 
LXXXIV (Cent) 
LXXXV PERSONALITY 
1. Lack of social mindedness. 
2. A troubled soul in need 
of counsel. 
LXXXVI PERSONALITY 
1. Lack of social mindedness. 
2. Inability to get along 
LXXXVII SOCIAL 
The student would not return 
to college, was not serious 
Problem Area and Conditions Reported 
by Students Concerned 
flmore liberal school11 might be affecting 
his feelings and the teacher•s conception 
of him. 
VOCATIONAL 
1. Lack of vocational plans. 
2. Fear of failure. 
HOME AND FAMILY RELATIONSHIPS 
1. Hatred of and disgust with father. 
2. Too closely tied to mother. 
PERSONALITY 
1. Inferiority complex. 
2. Other people always able to do better 
than He. 
3. Failure complex. 
NO PROBLEM AS FAR AS HE WAS CONCERNED; 
All of his statements were directed at the 
fact that the majority of other people 
"lacked social mindedness 11 , were lacking 
in intelligence, and were lacking in ability 
to handle the affairs of a college. 
SCHOOL w 
Advice to other students on the advisability ~ 
of remaining in school. Reaffirmation of 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
LXXXVII about his plans, and that (Cont) such centered around a desire 
not to have to work. 
LXXXVIII SOCIAL 
LXXXIX 
1. Cheating on examination. 
2. A menace who was loud, 
uncouth and sly. 
3. Unlike others in class 
who were outstanding and 
who would not cheat. 
SCHOOL -- Teachers nAn "B" 
ncu and "DII: ' ' 
Extreme intelligence and 
sCholastic ability. Brilliant. 
Quiet, but occasional class 
participation. This and the 
brevity of written work were 
excused in general because of 
being so much more capable 
than the average students in 
his classes. { discrepancy 
between his intellect and 
type of written work mentioned 
by one of his instructors.) 
Problem Area and Conditions Reported 
'by Students Concerned 
intentions to return to college from the 
service. Return and graduation. 
SOCIAL 
1. Admission of cheating because was a 
surprise examination. · 
2. Assurance that he would not cheat on 
an announced examination. 
3. The other students were cheating too; 
asking each other for answers. 
HEALTH AND PHYSICAL DEVELOPMENT 
1. Sickness: duodenal ulcers. 
2. Fear of blindness, insanity, impotency. 
3. Certain of his sterility. 
~. Smoking and consuming alcohol to excess 
in spite of advice from doctors. 
HOME AND FAMILY RELATIONSHIPS 
Living with third wife. Wife ill. Mother 
dying of cancer. 
PERSONALITY 
1. An intricate, complex pattern of fears, 
phobias, brooding, moodiness, rebellions, 
inner conflicts. One phobia was con- ~ 
cerned with writing anything. w 
2. Inability to get along with people. 
,_iO 
TABLE V ( CONTINUED ) 
Case Problem Area and Conditions Problem Area ancf Conditions Reported 
Number Reported by Teachers . by Students Concerned 
XC 
XCI 
XCII 
PERSONALITY 
1. Excessive conceit; 
sullenness. 
2. Excuses used to "get away · 
with something 11 • 
SOCIAL -- Teacher "A": 
Extreme lack of manners. · 
SCHOOL 
Required work handed in late, 
and was um-rorthy of the class. 
Other teachers: NO PROBLEM. 
"excellent student"· "above 
' average student", "no trouble 
with him in two courses"; 
"did a fine job on a panel 
report---- 11 • 
SOCIAL 
1. Lack of manners. 
2. Question of lying. 
SOCIAL 
Resentment towards the faculty member, and 
fear of admitting to his peers that he was 
afraid of and extremely tired by the re-
quirements of this particular physical 
education course. · 
SCHOOL 
1. Upset over the personality difficulties 
with the teacher. Proof offered to 
show that all was based on circumstan-
tial evidence and was untrue. 
2. Perturbed because teacher made him so 
nervous while talking to him about the 
incidents that he had acted foolishly 
without meaning to~ 
3· Denial that, except in one instance, 
work had been handed in late. · 
4. Confused by teacher's ttexaggeration11 , 
and by her frequent criticisms. 
SCHOOL . 
1. Perturbed because he felt there was 
insufficient explanation as to his 
dismissal. 
2. · Thought he had been officially exnused 
from compulsory Physical Education. 
The failure he had received had caused 
his grades to go below the requirement. 
Felt that no one care nor believed him 
in the school. 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number Reported by Teachers 
XCIII SOCIAL 
1. Did not accept rules and 
regulations due to age 
and military service. 
2. Immature for her age. 
3. Lying about an incident 
discovered. 
4. Ashamed of and lied about 
her age to other students. 
XCIV SOCIAL 
XCV 
1. The type who was always in 
trouble and needed to be 
"spanked". 
2. Instability exhibited in 
foolish and detrimental 
actions such as trying 
marijuana and being found 
drugged. 
SOCIAL 
1. Inattentive. Non-par-
ticipation in class cited. 
Irritating habit of 
gloating and sneering in 
class. 
Problem Area and Conditions Reported 
by Students Concerned 
SOCIAL 
1. Upset in many ways because of her 
hidden pregnancy. 
2. Desire to marry a man of different 
faith rejected by parents. 
3. Disturbed over unsuccessful attempts 
to arrange for an abortion. 
SOCIAL 
1. Had lied about the marijuana. Very 
upset and ashamed, but was now a 
drug addict. 
2. Worried that other students knew about 
it. 
3. Frustrated as to where he might obtain 
help. 
HOME AiiD FA}ULY RELATIONSHIPS 
1. Refused to return to his home. 
2. Blamed his "rotten home" for his 
present predicament. 
SCHOOL 
Dislike of teacher's approach in class 
which reminded him or his parents' tactics 
of gloating over failure. w 
...... 
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TABLE V ( CONTINUED ) 
Case Problem Area and Conditions 
Number . Reported by Teachers 
XCV 2. Lack of cleanliness 
.. -(Coot)- ~ -in self and clothes. 
XCVI SCHOOL 
Ability only average. 
SOCIAL 
Medical and psychological 
counsel needed because of the 
evident effects of heavy 
smoking and drinking. 
Problem Area and Conditions Reported 
by Students Concerned 
SOCIAL 
1. Almost destitute financially causing 
debts, lack of food, and no way of 
having dirty clothes cleaned, and 
necessary physical examination. 
2. Desire to withdraw and rebel against 
all of society. 
3. Troubled by increasing moroseness and 
thoughts of suicide. 
4. Navy had offered him his only remembered 
happiness. 
HOME AND FAMILY RELATIONSHIPS 
Drinking and nervousness caused by his 
knowledge that his wife was pregnant from 
another man. She supposedly had been 
working nights while he babysat with their 
child and tried to study. Very upset over 
the situation, which was affecting his 
studying, her requested divorce, and the 
fact that he still loved her. 
XCVII SOCIAL NO PROBLEM -- Proof that he had not been 
Accused of breaking and enter- in that building on that night. 
ing on basis of report from a janitor. Mannerisms and suspected 
theft of money caused this report 
to "fitrr. Refusal to accept word 
of student that he was not at the 
sce~e. 
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TABLE V ( CONTINUED ) 
Case Problem Area ancf Conditions 
Number Reported by Teachers 
XCVIII SCHOOL 
XCIX 
1. Course failures 
2. Not living up to promise 
to work harder. 
3. Lack of seriousness of 
intent as to college work. 
SOCIAL 
1. Ambivalence as to strong 
religious beliefs, desire 
to enter priesthood! and 
suspected homosexua 
feelings. 
2. Bragging about heterosexual 
plans-- seJ;Oved as a 11 cover11 • 
3. Student attracted to him. 
Problem Area and Conal tions Reported 
by Students Concerned 
HOME AND FAMILY RELATIONSHIPS 
1. An orphan whose sister and husband (her 
family) kept emphasizing her debt to 
them and the fact that she should not 
be in college; but to work for them. 
2. Strong desire to live with another 
sister; but it was impossible. 
3. Concentration on studies affected by 
thoughts of home. Ashamed of her 
academic record, and the fact that 
because this was the first time she 
had ever had any freedom she had been 
going out on many dates. 
4. Tearful request for help. 
RELIGIOUS LIFE AND CHURCH AFFILIATIONS 
1. Serious thoughts about entering the 
priesthood. 
2. Conflict between psychology, biology, 
religious beliefs, and war. 
3· Feeling that sexual thoughts were a sin. 
~. Fear of social disapproval and sinning. 
w 
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TABLE V ( CONTINUED ) 
Case Problem Area -and Conditions-
Number Reported by Teachers 
c SOCIAL 
1. "Deadwood" as :rar as the 
college was concerned. 
2. Many absences, but pro:ressor 
had seen the student (unkempt and disheveled) 
in the community and he 
had turned away :rrom her. 
Problem Area and C-onditions Re-ported 
by Students Concerned 
HOME AND F~ITLY RELATIONSHIPS 
1. A wife, three children, working in a 
factory, lack o:r money was making the 
student tired and ill. 
2. Fear that he was taking his feelings 
out on his f'amily. 
3. (He had seen the teacher, but was 
ashamed of his class record and of 
his appearance.) 
4. The student withdrew. 
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The major merit of the present study will stand on 
this breakdown presentation of the comparison of problem 
areas and conditions indicated by college teachers and 
students when describing the same behavioral incident(s). 
The similarities and/or differences may be compared in 
' these one hundred scientifically selected sets of reports 
I 
of student behavior. 
The modes of variance between the similarities and 
differences are evident. However, further brief analysis 
~Y be of value. 
JLI.. FURTHER FINDINGS BASED ON ANALYSIS OF 
;CLASSIFICATIONS OF PROBLEM AREAS IN ONE HUNDRED REPORTS 
OF STUDENT BEHAVIOR BY THE COLLEGE TEACHERS 
AND S'J!UDENTS CONCERNED 
The assignment of problem areas on the basis of the 
~ypes of feelings expressed by the college teachers and 
students concerned was found to be a difficult task. In 
several instances types of feelings were reported which 
¢onceivably IDlght have been categorized under more than 
6ne problem area. After revisions by the researcher, and 
~dvice from a jury of individuals who were professional 
counselors and/or taught courses concerned with counseling 
and the problems of adolescents the present assignment of 
areas was accepted on the basis that they seemed to 
320 
correspond to the .major types of feelings attested •. 
It was found that when the description of the be-
havioral incident was confined to one problem, the assign-
ment of the problem area might be done with comparative 
ease and objectivity. Table VI lists and compares these 
descriptive reports.· 
Case 
Number 
i 
7 
8 
1~ 
15 
16 
18 
19 
20 
21 
22 
26 
27 
28 
29 
30 
32 
35 
36 
38 
~ 
~l 
~2 
~ 
~6 
47 
50 
·TABLE VI 
TYPE AND NUMBER OF SINGLE PROBLEM AREAS 
REPORTED BY TEACHERS AND STUDENTS 
Report 
by Teacher 
Personality 
Personality 
School 
School 
Social 
School 
Social 
School 
School 
Scho.ol 
Social 
School 
School 
School 
School 
School 
School 
School 
Personality 
School 
Personality 
Social 
Personality 
School 
Personality 
Personality 
School 
Social 
School 
School 
Social 
School 
School 
Report 
by Student 
Health and Physical Development 
Home and Family Relationships 
Social 
School 
Home and Family Relationships 
No Problem 
School 
Social 
School 
School 
Health and Physical Development 
Home and Family Relationships 
Home and Family Relationships 
School 
School 
Home and Family Relationships 
School 
SchQol 
School 
Social 
Social 
Social 
Social 
Personality 
Personality 
School 
School 
.. -- ~ •· ·"' .~ ., .. ,-l" ': 
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TABLE VI ( CONTINUED ) 
Case 
Number 
52 
51+ 55 58 
61 
62 
64 
65 
66 
67 
68 
70 
71 
72 
~~ 
75 
77 
78 
81 
82 
~~ 
86 
87 
89 
90 
92 
93 
97 
98 
99 
100 
Report 
by Teacher 
School 
School 
School 
School 
School 
School 
Personality 
Personality 
School 
School 
No Problem 
School 
No Problem 
Personality 
Personality 
Social 
Social 
Social 
School 
No Problem 
Social 
Personality 
Social 
Personality 
Social 
. Social 
Personality 
Social 
Social 
Social 
School 
Social 
Social 
Vocational 
School 
School 
School 
School 
Social 
School 
Report 
by Student 
Home and Family Relationships 
Social , 
School 
Home and Family Relationships 
Social 
Home and Family Relationships 
Vocational 
Social 
School 
Social 
School 
School 
Personality 
School 
Social 
School 
No Problem 
School 
.Social 
Social 
School 
Social 
No Problem 
Home and Family Relationships 
Religious Life and 
Church Affiliations 
Home and Family Relationships 
Because the difficulty of assigning the oorrect 
problem areas and conditions on the basis of the types of 
feelings expressed was increased in relation to the multi-
plicity of facets within the behavioral incidents reported 
··-- . .._....,f"+' ... 
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the researcher verified his selections of problem areas 
and problem conditions with even greater care when multiple 
reports of problems were involved. There was agreement 
among a jury of professional workers that the classifica-
tions in Table VII were acceptable. This table lists and 
compares these descriptive reports. 
TABLE VII 
TYPE AND NUMBER OF MULTIPLE ·PROBLEM AREAS 
REPORTED BY TEACHERS AND STUDENTS 
Case Report 
Number by Teacher 
1 School 
2 Social 
9 
10 
ll 
12 
13 
School 
Social 
Personality 
School 
Personality 
School 
Personality 
Personality 
School 
Social 
Personality 
School 
School 
Social 
School 
Social 
School 
Report 
by Student 
Home and Family Relationships 
Social 
School 
Social 
School 
School 
Health and Physical Development 
Social 
School 
Social 
School 
Home and Family Relationships 
· ~..-"" · V! ·· -sz<:i!F~* -~iff§hi&.t!!!j!&,r't:"! '!~:*""' w: -;·. ·'*?'.· ... .Y ..Qb .. 1 •. "': • .h5.P.,, .... ~-
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TABLE VII ( CONTINUED ) 
Case Report 
Number by Teacher 
17 Social 
23 School 
2~ Personality 
2!) School 
Health and 
Physical 
Development 
31 Social 
33 Social 
3~ Personality 
Social 
37 Personality 
~!) Social 
~8 Social 
~9 School 
Social 
Personality 
Report 
by Student 
Personality 
Home and Family Relationships 
Social 
School 
Social 
Home and Family Relationships 
Personality 
Home and Family Relationships 
Health and Physical Development 
Social 
School 
Health and Physical Development 
Home and Family Relationships 
Home and Family Relationships 
School · 
Social 
School 
Social 
Home and Family Relationships 
Personality 
School 
Social 
Home and Family Relationships 
School 
Home and Family Relationships 
Personality 
School 
Personality 
Home and Family Relationships 
Social 
-.~.... ·- ·.-. 
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TABLE VII ( CONTINUED ) 
Case Report 
Number by Teacher 
53 Social 
56 Teachers "A"-"E" 
No Problem 
No Problem 
School 
School 
Personality 
57 Health and 
Physical 
Development 
Personality 
59 Social 
60 School 
Social 
63 Teachers "A"-"D" 
School 
Personality 
School 
Social 
69 Teachers "A11 -"D" 
Social 
76 Social 
79 Personality 
80 Social 
Health and 
Physical 
Development 
85 Personality 
School 
Report 
by Student 
Home and Family Relationships 
Home and Family Relationships 
Social 
School 
School 
Home and Family Relationships 
School 
No Problem 
Social 
School 
School 
Home and Family Relationships 
Health and Physical Development 
Social 
Social 
Vocational 
Home and Family Relationships 
Personality 
325' 
. TABLE VII ( CONTINUED ) 
Case Report Report 
by Student Number by Teacher 
89 School Health and Physical Development 
Home and Family Relationships 
Personality 
91 
94-
95' 
96 
Social School 
School 
Other Teachers: 
No Problem 
Social Social 
Home and Family Relationships 
Social School 
Social 
School Home and Family Relationships 
Social 
III. DESCRIPTIVE ANALYSES OF SIXTY-THREE 
COMPARISONS OF SINGLE PROBLEM AREAS AS REPORTED 
BY THE COLLEGE TEACHERS AND STUDENTS CONCERNED 
or the one hundred cases within which there were 
negative correlations between the reports rrom the college 
teachers and students concerned with instances of behavior 
on the part of the students sixty-three interpretations 
involved single problem areas as reported by both the 
teacher and the student. The number or reports in each or 
the problem areas and a discussion of the comparisons 
.follows. 
- ,, .. :-·c~T:--•, -·-~··r_ -~ · 
I :I 
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A. Health and Physical Development 
1. No teacher reported this area as being a problem. 
2. In two of the sixty-three cases students felt that 
this constituted their proOlem. 
3· In both instances the teacher had reported 11 School" 
as the problem. 
B. Home and Family Relationships 
1. No teacher reported this area as being a problem. 
2. In ten, or sixteen per cent, of the sixty-three 
cases students felt that this constituted their problem. 
3· In four instances teachers had reported the 
problem as being, "Schooln. The areas nsocialtt ttPerson-
' 
alityrr, and ttNo Problemu each were twice considered to be 
the problem area involved. 
c. Leisure Time 
In none of the one hundred cases involved in this study 
was rrLeisure Time" considered to have been the problem. 
D. Personality 
1. In fourteen, or twenty-two per cent, of the sixty-
three cases teachers reported this area as being a problem. 
2. In three, or five per cent, of the reports students 
felt that this constituted their problem. 
3· In seven instances wherein the teachers designated 
"Personality11 , students had reported the problem as being, 
"Social". "School was reported three times, rrHom.e and 
Family Relationships" twice. nvocational" and UNo 
Problem" were each listed once. 
E. Religious Life and Church Affiliations 
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1. No teacher reported this area as being a problem. 
2. One student felt that this constituted his 
problem. 
3. In this instance the teacher reported "Social11 as 
the problem. 
F. School 
1. In forty-six per ·.cent of the sixty-three cases 
teachers reported this area as being the problem. 
2. In forty per cent of the reports students felt 
that this constituted their problem. 
3. In the twenty-nine cases wherein the teachers 
designated nschool11 the students designated as their 
problems 
School • • • • • • • • • • • • • • 15 times 
Social • • • • • • • • • • • • r • 5 times 
Home and Family Relationships • • 4 times 
Health and Physical Development • 3 times 
Vocational • • • • • • • • • • • • 1 time 
No Problem • • • • • • • • • • • • 1 time 
~. In the twenty-six instances in which the students 
felt that their problem area could be designated as nschoolu 
the teachers interpreted the area as being 
'-
School • • • • • • • • • • • • • • 15 times 
Social • • • • • • • • • • • • • • 8 times 
Personality • • • • • • • • • • • 3 times 
G. Social 
328 
1. In twenty-seven per cent of the sixty-three cases 
teachers reported this area as being the problem. 
2. In twenty-five per cent of the reports students 
felt that this constituted their problem. 
3. In the seventeen cases wherein the teachers 
designated nsocial 11 the students designated as their 
problems 
-School • • • • • • • • • • • • • • 8 times Social • • • • • • • • • • • • • • ~ times Home and Family Relationships 
• • 2 times Personality • • • • • • • • • • • 1 time Religious Life and Church 
Affiliations • • • • • • • • • • 1 time No Problem • • • • • • • • • • • • 1 time 
~. In the sixteen instances in which the students felt 
that their problem area could be designated as "Social" the 
teachers interpreted the area as being 
Personality ••••••••••• 
School • • • • • • • • • • • • • • 
Social • • • • • • • • • • • • • • 
H. Vocational 
7 times 
5 times 
4 times 
1. No teacher reported this area as being a problem. 
2. Two students felt that this constituted their problem. 
3. In these instances the teachers reported "School" 
and "Personality11 as being the problem. 
IV. TYPE, OF AGREEMENT AS TO "CAUSAL CONDITIONS" 
IN THOSE CASES WHEREIN TEACHER AND STUDENT 
REPORTED THE SAME SINGLE PROBLEM AREA 
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In an attempt to apply the techniques o~ statistical 
analysis to ~ind the ttdegreen o~ agreement the researcher 
examined the causal conditions set ~orth under the reported 
problem area in each o~ the nineteen cases. Again it was 
found that the use of statistics in such a study concerned 
with the behavior o~ people was improbable and impractical. 
In fi~teen cases both the teacher and the student 
reported nschoolu as being the problem. In ~our instances 
"Social11 was considered to constitute the area. 
In eleven cases (VII, XXII, XXVI, XXX, XXXII, XXXVI, 
XLVII, LIV, LV, LVIII, and LXXVIII) the individuals con-
cerned described the problem area in such a way that it 
might be classi~ied as uschool". However, within the 
causal conditions which they described and which served to 
classify the problem area as that of "School" there was 
zero per cent agreement. In other words, although the 
teachers and students agreed upon the problem area there 
was no agreement as to the causes. 
In ~our o~ the ~i~teen instances wherein "Schoolu 
was designated there was some degree o~ agreement as to 
the causes. However, the researcher found that measurement 
o~ this degree of possible agreement vras ~easible. 
.. -
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In case XX one of the four causal conditions 
related by the teacher was, "prediction or failure". In 
the same case the student included six possible causes, 
one of which '\'las, "fear of failure". One of the conditions 
stated by the teacher in case L was that he "---felt that 
his use or sarcasm had been a mistake". Somewhat related 
to this was one of the causes reported by the student, 
"---felt that the instructor was against her, and had 
made her:. feel incapable". "Prediction of failure" was 
also described by the teacher in case LXI as one of four 
conditions. In the seven conditions recounted by the 
student was the following: 11Upset that because of the 
heat and his negative feelings about the teacher he had 
allm'ied himself to fail the first test •11 
"Suspension from class due to immature actions" 
was mentioned by the teacher in case LXVII. The student 
partially verified this in one of his interpretations or 
possible causes when he said that he was worried that the 
teacher would think his laughter had been directed at him; 
whereas it had been caused by the actions of another 
student. 
In two cases (LXXV and XCIII) the individuals con-
cerned described the problem area in such a way that it 
might be classified as "Social". However, there was no 
agreement within the reported causal conditions which had 
served to classify the problem area. 
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In case XXI two of the four causal conditions 
mentioned by the teacher were, "Reticence in answering 
important questions during the interview", and "---hedging, 
as though being tried, during the interview". Although 
little agreement was evidenced when all of the five con-
ditions recounted by the student were considered as a 
whole, the following corresponded to some immeasurable 
degree: Fear that in the interview he had ruined his 
chances of obtaining a teaching position. He had been un-
abie to talk and had become visibly angry When the inter-
viewer had asked pertinent questions about his Army 
experiences. (w~erein he had been treated and cured for a 
neurosis of which he was ashamed and fearful). 
Only in case LXXXVIII, wherein "Social" was agreed 
upon as being the problem area concerned, was there any 
definite agreement within the causal conditions as narrated 
and recorded in any of the nineteen cases in question. 
Both parties reported three causal qualifications. Among 
these the teacher accused the student of cheating on an 
examination, and the student admitted cheating because it 
was a surprise exam and the other students were also doing 
it. It should be noted also in this case that there was 
no agreement between the other causal conditions. 
. ' 
V. DESCRIPTIVE ANALYSES OF THE THIRTY-SEVEN 
COMPARISONS OF MULTIPLE PROBLEM AREAS AS 
REPORTED BY THE COLLEGE TEACHERS AND STUDENTS 
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Of the one hundred cases, within which there was 
negative correlation between the reports from the college 
teachers and students concerned with behavior on the part 
of the students, thirty-seven interpretations involved 
multiple problem areas as reported by either or both the 
teacher and the student. 
A. Reports by Teachers 
~ In twenty instances when the students felt that 
there were multiple problem areas involved the teachers 
reported but one problem. Table VIII lists and compares 
the eleven case interpretations in which the teacher 
described the area as being "Social". 
TABLE VIII 
STUDENTS' MULTIPLE REACTIONS IN CASES WHEREIN 
TEACHERS REPORTED THE PROBLEM AREA AS BEING 11SOCIALu 
Case 
Number 
1 
2 
3 
6 
7 
8 
9 
10 
11 
Multiple Problem Areas as 
Reported by Students 
School 
Home and Family Relationships 
Personality 
Home and Family Relationships 
Social 
School 
School 
Health and Physical Development 
Home and Family Relationships 
Home and Family Relationships 
School 
Personality 
School 
Social 
Home and Family Relationships 
School 
Personality 
School 
School 
Home and Family Relationships 
School 
Home and Family Relationships 
School 
Home and Family Relationships 
School 
Social 
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Table IX lists and compares the six of the twenty 
instances when the students felt that there were multiple 
problem areas involved and the teacher described the area 
as being upersonality11 • 
TABLE IX. 
STUDENTS' MULTIPLE REACTIONS IN CASES WHEREIN TEACHERS 
REPORTED THE PROBLEM .AREA AS BEING 11 PERSONALITY11 
Case 
Number 
1 
2 
3 
6 
Multiple Problem Areas as 
Reported by Students 
School 
Health and Physical Development 
Personality 
Home and Family Relationships 
Social 
Home and Family Relationships 
Personality 
Home and Family Relationships 
Social 
Health and Physical Development 
Vocational 
Home and Family Relationships 
Personality 
Table X lists and compares the three of the twenty 
instances when the students felt that there were multiple 
problem areas involved and the teacher described the area 
as being 11School11 • 
TABLE X 
: STUDENTS 1 MULTIPLE REACTIONS IN CASES WHEREIN 
TEACHERS REPORTED THE PROBLEM AREA AS BEING 11 SCHOOL" 
Case 
Number 
1 
2 
3 
f.iultiple Problem Areas as 
Reported by Students 
School 
Social 
Social 
Home and Family Relationships 
Health and Physical Development 
Home and Family Relationships 
J,'ersonality 
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It may be noted that "Home and Family Relationships" 
was mentioned by the students as being one of the problem 
. ' . 
areas. in fourteen of the twenty reports, or in seventy per 
cent of the cases. The teachers did not in any of these 
acco~ts consider this area as being a problem. 
11School" was considered to be one of the multiple 
probl~m areas twelve times by the students when teachers 
were ~eporting 11Social11 or 11 Personality11 as being the 
sing!Le'. problem area. Only once in the three cases wherein 
the teacher felt that "School" constituted the problem did 
the student include such in his multiple areas. 
B. Re~orts by Students 
In nine instances when the teachers felt there were 
multiple·problem areas involved the students reported one 
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problem. In these cases students designated 11School four 
times, and "Social" three times. nHome and Fa.ml.ly Rela-
tionships" and "No Problem" were each indicated once. 
Table XI lists and compares the four of the nine 
instances when the teachers felt that there were multiple 
problem areas involved and the student described the area 
as being "School". 
TABLE n 
TEACHERS' MULTIPLE REACTIONS IN GASES WHEREIN 
STUDENTS REPORTED THE PROBLEM AREA AS BEING "SCHOOL" 
Case 
Number 
1 
2 
3 
Multiple Problem Areas as 
Reported by Teachers 
School 
Personality 
Health and Physical Development 
Personality 
School. 
Social 
Social 
School 
Table XII lists and compares the three of the nine 
instances when the teachers felt that there were multiple 
problem areas involved·and the.student described the area 
as being "Social11 • 
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TABLE XII 
TEACHERS t MULTIPLE REACTIONS IN CASES WHEREIN 
STUDENTS REPORTED THE PROBLEM AREA AS BEING "SOCIAL" 
Case 
Number 
l 
2 
3 
Multiple Problem_Areas as 
Reported by Teachers 
School 
Social 
Personality 
School 
Social 
Social 
Health and Physical Development 
In the remaining two instances when the student 
reported the problem as being 11Home and Family Relation-
ships" the teacher reported, nschooln, and "Socialn. 
When the student described the instance as involving "No 
Problem", the teacher concerned reported "School", 
"Personalityn, and "Social11 • 
It may be noted that in three of the four cases in 
which the student indicated his problem as being in the 
single area of "School11 the teachers recounted nschool11 as 
being one of the multiple areas reported. They, however, 
added other problem areas. In one instance 11School11 was 
not mentioned by the teacher. 
In seven of these nine cases teachers considered 
the problem of 11School" to be one of the multiple concerns. 
In four instances the student reported "School" as being 
the single concern. 
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In each of the three instances when students 
reported nsocialu as being the single problem area teachers 
included such in their multiple classifications. However, 
it should be reiterated that other problem areas were also 
included. 
VI. FURTHER CONSIDERATION OF "HOME AND FAMILY 
RELATIONSHIPStt AS A PROBLEM AREA 
Although the nature of this study does not lend 
itself to statistical treatment of the data, speculation 
in a rough way is possible as to disagreement in the re-
porting of multiple problem areas by the teachers and 
students involved. This in itself might encourage future 
researchers to pursue a more statistical analysis of 
human variances. However, a type of summary of the re-
porting in this narticular area seemed helpful at this 
point. 
In the thirty-seven cases where either the teacher 
o~ the student, or both, reported multiple problem areas 
students felt that in nineteen of the reports nHome and 
Family Relationships11 constituted at least part of their 
problem. In fifty-one per cent of these thirty-seven 
instances students indicated this problem; whereas in none 
of these cases did a teacher feel that the home and family 
had anything to do with the particular problem. Thus it 
1-
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might seem that "Home and Fainily Relationships 11 .formed an 
area within which there was little agreement as to report-
ing o.f problems by students and teachers. 
VII. FINDINGS BASED ON ANALYSIS OF CLASSIFICATIONS 
OF PROBLEM AREAS IN ONE HUNDRED SIXTY-TWO REPORTS 
OF STUDENT BEHAVIOR BY THE COLLEGE TEACHERS 
AND STUDENTS CONCERNED 
It might have suf.ficed to report the results or the 
cases as described above in the separate analyses or the 
group o.f sixty-two positive studies and the one hundred 
reports o.f behavior wherein negative correlation o.f inter-
pretation was .found. However, a combination or results in 
the only three problem areas mentioned in both of these 
groups or case studies seemed to offer .further enlighten-
ment as to similarities and/or di.f.ferences in the accounts. 
It will be realized .from the previous descriptions 
in this chapter that the following account o.f the numbers 
of reports in these three areas, "Personalityn, "Schooln, 
and "Socialn, has no correlative concern with the degree 
of agreement as to problem area reported in individual 
cases, nor with the lack o.f similarity as to causative 
conditions accounting for the area classification. 
Table XIII illustrates the number of times 
"Personality" was designated as being a single problem 
3>+0 
area by teachers and by students in one hundred sixty-two 
reports of behavior. Although not indicated in the table, 
trPersonalityrr vras designated as being one of the multiple 
problem areas involved in eight instances by the teachers, 
and was included by the students seven times. 
TABLE XIII 
DESIGNATION OF 11 PERSONALITY" AS A SINGLE PROBLEM AREA 
Number of Times the 
Problem was Reported 
Number of' as 11 Personalit~u 
Case Group Classification Cases Teacher Student 
a. Single problem area re-
ported by both teacher 
62 and student in the same 3 3 
case. Agreement as to 
causative conditions. 
b. Single problem area re-
ported by teacher and 
63 14-student, but not the 3 
same problem area. 
c. Single problem area des-
ignated when the other 
6 individual concerned re- 37 0 
ported multiple areas. 
TOTAL 162 23 6 
11School" was designated as being one of the multiple 
problem areas involved in thirteen instances by the teachers, 
and was included by the students eighteen times. Adding 
these numbers to the totals shown in Table XIV it can be 
.. 
' 
seen that nschooln was actually mentioned in one hundred 
one cases by the teachers, and one hundred three times by 
' th:e students involved. Table XIV illustrates the number 
ot times this area was described as being the single 
p~oblem in one hundred sixty-two reports or behavior. 
TABLE XIV 
DESIGNATION OF "SCHOOL" AS A SINGLE PROBLEM AREA 
NUmber or 
Case Group Classirication Cases 
a• Single problem area re-
ported by both teacher 
and student in the same 62 
case. Agreement as to 
causative conditions. 
b~ Single problem area re-
ported by teacher and 
student, but not the 63 
same problem area. 
c. Single problem area des ... 
ignated when the other 
individual concerned re- 37 
ported multiple areas. 
TOTAL 162 
Number or Times the 
Problem was Reported 
as "School" 
Teacher Student 
56 56 
29 26 
3 3 
88 85 
As is shown in Table XV teachers and students re-
ported "Social" as a problem area in much the same report 
J?attern as that or ttPersonality". ~Social" was designated 
as being one or the multiple problem areas involved in ten 
instances by the teachers, and was included by the students 
fifteen times. Table XV illustrates the number of times 
"Socialn was described as being the single problem in one 
hundred sixty-two reports of behavior. 
TABLE XV 
DESIGNATION OF "SOCIAL" AS A SINGLE PROBLEI-1 AREA 
Number of 
Case Group Classification Cases 
a. Single problem area re-
ported by both teacher 
and student in the same 62 
case. Agreement as to 
causative conditions. 
b. Single problem area re-
ported by teacher and 
63 student, but not the 
same problem areao 
c. Single problem area des-
ignated when the other 
individual concerned re- 37 
ported multiple areas. 
TOTAL 162 
Number of Times the 
Problem was Reported 
as 11Social" 
Teacher Student 
3 3 
17 16 
12 3 
32 22 
VIII. CONCLUDING STATEMENT 
A summary of the findings disclosed in this chapter 
is included in the overall summary of the study as presented 
in Chapter Six. 
. .,~.""-:---·~· -. .::-.~: -·-. --~ 
CHAPTER SIX 
SUMMARY, IMPLICATIONS, AND SUGGESTIONS 
FOR FURTHER .STUDY 
I. SUMMARY OF THE STUDY 
- ··- .,. . • :·"·-. 9'" --···- • 
A. Review of the PurEose and the Need for this Research 
Research indicated that there were many areas of 
the problem of teacher-student relationships which had not 
received concentrated and diagnostic investigation. The 
literature showed also the need for such scientific 
scrutiny at the college level. Stimulated by two proposi-
tions set forth by Roger~/ in his theory of personality 
dynamics the present study was selected. Its purpose was 
to analyze differences and/or similarities between anec-
dotically reported teacher-appraisals of student behavior 
in the school situation and the student's interpretation 
of the same behavioral situation(s). 
Of the two hundred twenty members of the Student 
Personnel Association for Teacher Education who replied to 
a questionnaire concerned with the inclinations and abilities 
of college professors to recognize, describe, and evaluate 
types of student behavior, two hundred two felt that this 
was a problem which was sufficiently evident at the college 
!/ Rogers. Op. cit., p. 18. 
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le~el to justify analysis of certain of its aspects. 
B. : Revie"'lr of Tenets and Procedures 
It was tentatively assumed that college teachers' 
interpretations or student behavior tend to stem from 
their, the external, frame of reference, and not in general 
from the personal thoughts and feelings or the doer. 
However, it was not assumed that either the professor or 
i 
the ~tudent was right or wrong in his interpretation of 
the behavioral incident. Differences and/or similarities 
within the related reports were to be analyzed. 
Having established a need for an investigation of 
part~cular facets or the interpretation of human behavior 
final selection was made or the research laboratory. The 
tools for research were selected and adapted. Over a 
peria,d of three years those re.ports or teachers as to 
student behavioral instances, and the interpretations or 
the s~udents concerned were recorded and filed. Through-
out all meetings with students reporting such behavioral 
situations a client-centered counseling approach was em-
ployed. For purposes of logical analysis it was decided 
that ~here should be an attempt to compare and,evaluate 
the r~sults or viewing behavior from the external rr~me or 
reference and from communicating with the individual in a 
permi$sive atmosphere concerning his own inte~pretation of 
the perceptual field. 
~--~-- .IJrillf-~ - ~····r-"'~'l:l'·:s;::q;:;:R-}0 I_ .. ~'i1!it"'¥ !44:; li .• -"'·'-- "++':· ............ W~~··~--. 
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In a further attempt to place the researcher in a 
vantage point for receiving the personal accounts from the 
internal frame of reference of the individual himself, 
and to objectify as much as possible such a study of human 
behavior, an additional time consuming limitation was 
established. Only those cases were included in the study 
wherein a student, unaware that the counselor had been 
informed of the situation, reported the behavior incident; 
or in which the faculty interpretation was openly described 
and discussed by the counselee. The cases which were 
found to meet these requirements were published in a 
separate volume of verbatim reports by the faculty and 
counseling conferences with the student for each of the 
total number of cases involved. 
One hundred sixty-two cases were thus included in 
this study. Sixty-two of these reports compared positively 
in their descriptions of evident improvement in the 
students' academic, personal or social status. In one 
hundred instances questionable behavior was indicated and 
there was negative correlation as to the interpretative 
reports by the teachers and students concerned. 
The one hundred negatively correlated reports were 
analyzed separately and comparatively as to expressions of 
significant feelings, the 11 typesn of feelings reported, 
and the problem areas and the problem conditions indicated 
., 
by the college teachers and the students concerned. It 
i 
was felt that the feelings expressed in faculty reports of 
student behavior as compared with the feelings expressed 
by students might offer the core to an analysis of college 
teachers' understanding of problem areas as interpreted 
I 
byi the students affected. 
I 
I 
To afford the opportunity within the main presenta-
ti'on to study the counseling approach, the types of cases 
re;ported, and the extent to which each was recorded, five 
of the one hundred cases described above, and included in 
the separate volume, were reproduced in full. 
In analyzing the sixty-two cases in which there 
w~s positive correlation as to that reported by both 
teacher and student it was found that fifty-six, or ninety 
par cent of the reports were concerned with indications 
o:(' academic growth. 
Chapter Four presented a detailed listing and 
comparison of the significant feelings and the types of . 
I 
f¢elings expressed in the one hundred cases wherein there 
was little or no agreement as to the interpretations of 
t~e instances of behavior. These investigative results 
were then analyzed as to problem areas and conditions re-
ported by college students and teachers. An analytical 
s~rvey of these results followed. 
The comparative analyses of Problem Areas and 
Problem Conditions reported by students and college 
teachers concerned with anecdotal reporting of one 
hUndred instances of atypical behavior were further 
analyzed through the following approaches: 
1. Type and number of single problem areas reported 
by college teachers and students. 
2. Type and number of multiple problem areas within 
descriptions of behavioral incidents reported by 
college teachers and students. 
3. Type of agreement as to causal conditions in those 
cases wherein teacher and student reported the same 
single problem area. 
~. Descriptive analysis of the thirty-seven comparisons 
of multiple problem areas as reported by the college 
teachers and/or students concerned. 
An analysis was then made of the classifications of 
problem areas in the entire one hundred sixty-two reports 
of student behavior by the college teachers and students 
concerned. 
C. Review of the Findings 
1. Of the one hundred negatively correlated case 
:interpretations, sixty-three involved reports of single 
~problem areas by both students and teachers. It was found 
• that neither student nor teacher reported a problem as 
• being concerned with "Leisure Time". No teacher reported 
.. p· 
"Religious Life and Church Affiliationsn, "Health and 
Physical Development", or "Vocational" as problem areas 
involved. In these instances one student reported the 
first as a problem, and there were two student reports in 
each of the last two areas. Teachers had reported these 
respective problems as being "Socialn (1), "School11 (2, 
3, and 5) and "Personality" (4). 
Although no teacher reported "Home and Family 
Relationships" as constituting the problem,., ten of the 
students interpreted their cases as such. In these 
instances the teachers had indicated "School", "Social", 
"Personalityrr, and uNo Problemtt as being involved. 
In twenty-two per cent of these sixty-three reports 
teachers recorded "Personality" as being the major problem. 
However, in only three instances did the students agree. 
They felt in seven cases that their problem was usocial" 
in nature; "School", and ttHome and Family Relationships 11 
were indicated three and two times respectively. 
Ineight of the seventeen teacher reports of "Social" 
problems students felt that their problem was confined to 
11 Schooln. In four instances they agreed with the teacher's 
interpretation. In the sixteen student reports of nsocial" 
problems teachers designated the areas as being "Personality" 
· (7 times), and "School ( 5), with agreement in four cases. 
The teacher in twenty-nine, and the student in 
-f < • 
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twenty-six instances indicated the single problem area as 
11 School11 • There was agreement in fifteen of these cases. 
In twelve of these reports by the teachers, however, 
students designated the area as "Social" (5), "Home and 
Family Relationshipsn (4), and "Health and Physical 
De"'/elopmentn (3). Teachers disagreed with eleven of the 
student reports of 11School" feeling that 11Social11 (8) or 
"Personality" (3) problems were involved. 
2. In nineteen cases in.which a single problem 
area was reported by both student and teacher "School" 
was agreed upon fifteen times, and "Social" in four 
instances. However, in only one of these cases was there 
any definite agreement within the causal conditions as 
described within the problem area by the individuals con-
cerned. It was noted further that agreement was not 
complete among these reported conditions. 
3. Of the one hundred negatively correlated cases 
thirty-seven interpretations involved reports of multiple 
problem areas. 
a. Within the twenty of these cases wherein 
students reported multiple areas and teachers reported 
single problems ( 11Socialf1 (11), 11 Personalityn (6), and 
"School" (3) ), 11Home and Family Relationships" was 
included in fourteen of the student interpretations. In 
no instance did a teacher report such. 
. ,,
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11School" was included in twelve of ·the 
student reports of multiple areas while teachers were 
reporting "Socialu or "Personality" as the single effect. 
~. In the situations wherein teachers reported 
multiple areas and the students indicated single problems 
there was the greatest agreement when 11 Schoolu was a point 
at issue. 
5. In the situations wherein students reported 
multiple areas and the teachers indicated single problems 
there seemed to be the least agreement when "Home and 
Family Relationships" was indicated by the student. 
This same lack of agreement held true in the total 
reporting in the thirty-seven cases involving reports of 
multiple problem areas. It was pointed out that in fifty-
one per cent of these instances "Home and Family Relation-
ships11 was included by the students concerned, whereas no 
teacher reported such. 
6. When combining the findings based on analysis 
of classifications of problem areas in the one nundred 
siXty-two reports of student behavior in which there were 
both positive and negative correlations it was found that 
only three of the eight categories were included in both 
groups of case studies. 
a. 11 Personalityn was reported twenty-three times 
by teachers and in six instances by students as being the 
35'1 
single problem involved. In only three cases, one per 
cent of the total, was there full agreement as to problem 
areas and conditions. UPersonalityn was included in 
multiple area reports eight times by teachers and seven 
times by the students involved. 
b. "Socialu was reported thirty-two times by 
teachers and in twenty-two instances by students as being 
the single problem involved. In only three cases, one 
per cent of the total, was there full agreement as to 
problem areas and conditions. "Social" was included in 
multiple area reports ten times by teachers and fifteen 
times by the students involved. 
c. 11 Schooln was reported eighty-eight times by 
teachers and eighty-five times by students as being the 
single problem involved. In fifty-six cases, thirty-five 
(34.5) per cent of the total, there was full agreement as 
to problem areas and conditions. nschool" was included in 
multiple area reports thirteen times by teachers and 
eighteen times by the students involved. 
It might be assumed that there exist more differences 
than similarities between reports by teachers and reports 
by students as to descriptive interpretations of the problem 
areas faced by the students concerned. It was evidenced 
further that even in those comparatively few instances, 
with the exception of one classification, wherein there 
was agreement as to problem areas reported there was little 
j' 
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positive correlation between the conditions indicated as 
causing the problem. 
The greatest accord occurred when "academic growth" 
(School) was the mutual subject for interpretative report. 
"Schooln was mentioned over one hundred times by both 
teachers and students and the reporters agreed in fifty-
six instances. Lesser accord was found when teachers re-
ported a single problem area as being in the area of 
"Personality", or as being "Social". The least accord as 
to interpretation of the behavior seemed to occur when the 
student indicated "Home and Family Relationships" as being 
the problem or included it as one of the problem areas 
concerning him. 
This chapter completes the presentation of results 
and conclusions from the investigation. The subjectivity 
necessitated by the nature of this research into samples 
or human behavior has been emphasized. Those who are en-
gaged in the training and selection of college teachers 
will make their own translation of the content of this 
aspect of a comparative analysis of interpretations of 
behavior from an external vs an internal frame of 
reference. 
II. IMPLICATIONS 
Throughout this study there has been no attempt to 
indicate that a teacher was mistaken as to his interpretation 
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of a student's behavior when it differed from that of the 
student concerned. An equivalent tenet is underlined in 
the following implications which have been derived from 
the study. 
Whether or not the teacher or the student was 
presenting the "wrongu description of the instances of 
student behavior this study has pointed out that in one 
hundred sixty-two behavioral reports the only truly posi-
tive correlation was evidenced in those cases wherein the 
teacher reported "academic growthrr on the part of the 
student. Even in this problem area of "Schooltt there 
existed disagreement between the anecdotal interpretations. 
The varying degrees of negative correlation between reports 
in the eight problem areas were presented and analyzed in 
Chapter Five. 
Based on the findings from the progressive analyses 
of the cases included in this study, and from the hundreds 
of other cases with which the researcher was involved 
during the three years spent collecting the data, but 
which did not meet the stringent criteria set for inclusion 
in this investigation, certain implications seemed evident 
and important. They are listed and discussed below. 
1. Undergraduates in teachers colleges and in 
schools of education should be made aware of information 
such as that contained in this study. At least one of the 
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reqUired courses in Psychology should includ.e a great deal 
of ~mphasis on understanding the behavior of others. 
Seniors should be required to take a seminar type course 
in the field of guidance wherein attention is given to 
counseling techniques, anecdotal reporting, and case 
conference methods. 
2. The same requirements at more advanced levels 
sho~ld be a requisite for matriculation in graduate schools 
I 
of e.ducation; and for students in other graduate schools 
who ~esignate college teaching as a vocational goal. 
3. Those college and university officials charged 
with the responsibility of hiring college faculty should 
be made more cognizant of findings such as have been 
presented in this study. More attention should be paid to 
the experience and graduate study records of applicants as 
to their training in and feelings about the humanities; 
and in particular, their acquaintance with counseling and 
anecdotal reporting techniques, and case conference methods. 
This :should apply to all potential faculty members and not 
i 
only those applying for positions in student personnel 
divisions. 
'• lr. College administrators t and in particular officers 
of admission and directors of student personnel programs, 
shoul(i investigate the matter of obtaining more usable 
information about those students accepted for matriculation 
. I 
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as concerns their home and family relationships, and 
record of social adjustment. They should continue to 
study ways of more efficiently disseminating this informa-
tion to faculty members in contact with the particular 
students. 
5. Workshops or conferences in counseling methods 
and principles of student personnel work should be offered 
each year for college faculty members on a voluntary basis. 
Such might be preceded by a discussion of the workshop at 
a faculty meeting and an appeal for cooperation by an 
executive officer of the institution. 
6. Student personnel workers should emphasize 
increasingly the case conference method of dealing w.1. th 
evidences of atypical behavior on the part of students. 
As more and more faculty members become involved and 
interested in the group approach, in-service training 
sessions as to case conference methods might be instigated. 
7. Forceful, noted speakers in high repute in the 
humanities, who are not connected with the particular 
institution, Should be invited to speak to the faculty as 
a whole on the need and methods for understanding and 
interpreting the behavior of college students. 
8. Research projects directed at discovering the 
basic problem areas, and the personal and social needs of 
its students should be conducted in each college and 
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university. The results should be reported, distributed 
to, and discussed with the faculty. 
9. Additional professionally trained counselors 
should be employed on the staffs of most colleges. These 
faculty members should have no overt connection with 
disciplinary policies. 
10. There should be careful selection and instruc-
tion of a corps of student personnel minded faculty advisers 
for college students, particularly during the freshman year. 
In summary, more attention should be paid at the 
college level to the needs of the students which are other 
than academic. College administrators should insist that 
among the criteria for selection and hiring of faculty 
there be emphasis on the applicant•s record of training and 
evidenced experience in the understanding and interpreting 
of behavior of students. ~ 
III. SUGGESTIONS FOR FURTHER STUDY 
The comparatively limited analyses and findings set 
forth in Chapters Four and Five have indicated a definite 
need for further investigation into the differences in 
interpretations of the behavior of college students as made 
by the college teadhers and the students concerned. Re-
porting of student behavior by college teachers has such 
varied, now unknown, effects on college students that the 
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results of this study might well be of concern to college 
and university administrative officers and other faculty 
members; and further research in this area of the under-
standing of human behavior should be undertaken. 
This study, for example, did not attempt to inves-
tigate the possible effects upon the academic, personal, 
and social future of the students brought about directly 
or indirectly by verbalized interpretations of their 
behavior on the part of a faculty observer. No record of 
such an investigation was discovered in the research.· 
In addition to this broader approach to such a 
study the researcher suggests the ·following possible 
procedural treatments: 
1. A study similar to the present investigation 
should be conducted in another college or university 
wherein the academic program is not so professionally 
specialized as in a teachers college. 
2. A like investigation might be carried out where 
periodical anecdotal reporting was required of an entire 
cdllege faculty by an administrative heaa. In the re-
searcher's study all faculty members in the college serving 
as the research laboratory were requested, not required, 
to report evidences of atypical behavior on the part of 
students observed. These reports might be analyzed as to 
content and compared on the basis of such criteria as 
-._ l 
, r .. 
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a. departmental affiliation of the teacher 
b. subject matter areas taught by the teacher 
c. graduate courses taken by the professor in 
the areas of the humanities, and in 
specific courses in the field of student 
personnel work 
d. active participation in the institution's 
student counseling program. 
3. It is further conceivable that the results of 
such studies as indicated above might be compared analyti-
cally with estimates written by college teachers as to 
the personality potentials of the students concerned for 
their chosen professions. 
~. These results might be combined with students' 
interpretative evaluations of the teachers as persons and 
as teachers. 
5'. Import might be added to a study similar to the 
present one if additional data were procured in the form 
of the results of personality instruments administered to 
all the faculty members and the students concerned in the 
investigation. To obtain valid data a great deal of effort 
and time would of necessity be spent in the establishment 
of rapport with all concerned. This would intimate that 
such research would be conducted with a cross section of 
a college population selected in a most objective manner. 
I . 
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Such also would indicate that the personality testing 
would include all of the teacher and student populations 
prior to the study of the interpretations of behavioral 
incidents, and supposedly for reasons other than those 
implied in such an investigation. If the reasons for such 
~ study could be understood and accepted by the population 
i 
to be included, and the.fact of anonymity were emphasized, 
I 
~he positive coloring of reports might be eliminated to a 
great degree~ 
6. Another helpful approach to a facet of such a -
~tudy could be a comparative analysis of anecdotal reports 
concerned with behavioral incidents and/or overall 
personality patterns of students written by (a) college 
; 
teachers who had no training in areas of student personnel 
work, (b) faculty members whose graduate training had been 
i 
~n this area, and (fi) those teachers who through in-service 
programs had been trained in the techniques of observation, 
~ounseling, and anecdotal repor.ting. 
7. Interesting comparisons might result if, in an 
I 
institution of higher learning where class size was kept 
at a minimum, each faculty member were asked at each mid-
term for four years to report on the students in one of his 
classes as to academic, social, and personality status, 
progress, and potential. 
! 
r· 
···.-:· 
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8. The worth of an investigation such as suggested 
in number seven above would be enhanced if each student 
were instructed to submit a structured autobiographical 
sketch at the end of each of his four years in college. 
The results might then be compared with each of the faculty 
reports concerned. 
9. An investigation similar to this present study 
might be carried to another level in an institution which 
included on its staff clinical psychologists and/or a 
psychiatrist. The counseling procedure would be con-
ducted as was done by thiis researcher. However, after 
reaching a point within the counseling sessions where 
comparisons comparable to those in this study might be 
made, the counselor would refer the counselee to the 
clinician for further assistance. The aim of the continued 
psychotherapy, for purposes of the study, also would be to 
obtain an interpretation from the student of the behavioral 
incident(s) reported by a college teacher. The psychia-
trist or clinical psychologist would later contact the 
teacher concerned for his or her interpretation of the 
student's behavior which had previously been reported to 
the counselor. A comparison would then be made of the 
four sets of the descriptive interpretations: two from the 
t$acher, and two from the student. 
'!·' 
361 
It is hoped that these suggestions ror rurther 
study will point to the need ror additional research as 
to the behavioral patterns or college students, and 
college teachers' understanding or such behavior. It 
is realized that in the present investigation an aspect 
of this problem area has barely been boun~ed. 
. l 
' 
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APPENDIX A 
Letter, Questionnaire, and Return-addressed 
Postal Card Mailed to the Members of the 
Student Personnel Association for Teacher 
Education 
Dxa. Dugald S. Arbuckle 
Director of Student Personnel 
Boston University 
School of Education 
B,oston, Massachusetts 
Dear Dr. Arbuckle: 
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, As a fellow member of SPATE, may I solicit y.our advice 
~s to a problem which may be of mutual interest? 
A few years ago I communicated with a large number of 
individuals in institutions of higher learning throughout 
the country, many of whom are present members of SPATE, 
concerning the following problem: are college educators 
sufficiently concerned with understanding the personalities 
df their students? 
Ag a result of this inquiry plus readings and discus-
::dons with many of you it has been indicated that inade-
quate information exisis concerning the inclinations and 
abilities of college professors to recognize, describe, and 
evaluate types of student behavior, as well as the need 
for intensive investigation of this area. 
I am now most anxious to obtain comparative opinions 
from members of a formally composed, professional organi-
zation concerned with student personnel services in 
institutions preparing future teachers. Therefore, those 
of us at the who are most interested in 
studying the significance of such a problem will appreciate 
your evaluation of the questions posed at that time. 
For your convenience, on the enclosed form, I am re-
peating the same questions that were presented in the 
first survey. I do hope you will take the additional few 
minutes to reply on the enclosed card. Comments and ques-
tions will be welcomed. Your responses will not be asso-
ciated '\'lith your name nor your institution. The results 
Qf the inquiry will be sent to you upon request. 
Thank you for your time and kind cooperation. 
Sincerely, 
Director of Student Personnel 
Enc. 2 
' 
, ' 
. -·-~--- .. -:"/'- ~<"-':""-~. .,,. .... 
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On ~ enclosed, return-addressed card will you 
please answer the following questionS:COncerning 
the inclinations and abilities of college professors 
to recognize, describe, and evaluate types of 
student behavior? 
I Do you feel that this is a problem which is suffi-
ciently evident at the college level to justify 
analyzation of certain of its aspects? 
Yes_ No __ _ Uncertain 
--
II Would it be worthwhile to attempt a study of the 
similarities and/or differences between appraisals by 
college professors of students' behavior and the 
students' interpretation of the same reported 
behavioral situation? 
Yes_ No __ _ Uncertain_ 
III If such a study were to be made should the emphasis be 
placed on an analysis of these similarities and/or 
differences, and not on an attempt to prove that either 
the faculty or the students were 11right" or 11wrong 11 ? 
IV 
Yes____ No____ Uncertain ____ 
If in your institution this problem seems applicable! 
in approximately what percentage of cases do you fee 
the interpretations of behavior differ? 
5_ 10_ 20_ 30_ lt-D_ 5o_ 6o_ 70_ ao_ 90_1oo.__.% 
V In such cases to what percentage are the interpretations 
opposed? 
5_ 10_ 20_ 30_ lt-D_ 5o_ 6o_ 70_ ao_ 90_1oo_% 
VI Assuming that only those relatively rare cases would 
be used wherein the student voluntarily brought the 
problem to the counselor without knowledge that the 
incident(s) had been referred by a faculty member--
~ow many comparisons would you consider acceptable to 
make such a study valid? 
25_ 50_ 75_ 100_ 125_ 150 __ ? 
I) 
II) 
III) 
IV) 
V) 
VI) 
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Yes No Uncertain 
-- -
Yes No Uncertain 
-- -
Yes No Uncertain 
-- -
5_1o_20_3o_ 4o_5o_6o_7o_ao_9o_1oo_ 
5_1o_2o_3o_ 4o_5o_6o_7o_ao_90_1oo_ 
25_ 50_ 75_ 100_ 125_ 150 __ ? 
Are Comments and/or questions i"o11owing? Yes_ No_ 
Name--------------------------------------------
Title-------------------------------------------
APPENDIX B 
Anecdotal Referral Form 
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Student Referral Memor.andum 
Name of Student Date 
Description of the Situation: 
Interpretation of Incident(s): 
Recommendations: 
Signature 
Note: The student referral memorandum should be sent to 
the Dean of Women, Dean of Men, or Director of Student 
Personnel. This information is confidential and will be 
treated accordingly. 
APPENDIX C 
Request Made to Faculty ror Anecdotal 
Reports on Observed Instances or Atypical 
Behavior or Students 
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"I have a request. I will IBeep it. brief'. 
\ve have, it would seem, a rather i"ine system of' re-
porting academic deficiencies. In i"act, your reports to 
the Deans constitute an efficient warning system. 
However, in general we have no consistently active 
system i"or reporting personality deficiencies. (¥~ of 
you do refer students for counseling ••• I do not mean to 
overlook that fact; and we do appreciate your help.) 
Yet a "SYSTEM", so to speak, is not yet in effect 
throughout the whole college. 
All of this has been rrbrought home" to me even more 
vividly at the last two meetings of the Committee on 
Student Standing and Admissions. As you all lmow, when a 
student applies for entry into his Junior Year of' spe-
cialization the Committee considers his potential as a 
,future teacher as it compares with each of' the three set 
requirements: academic average, specific requisites 
!within defined English courses (written English, and 
.·spoken expression), and personality. 
Each term you are requested to write your views as 
· to the personality potential i"or teaching of some of the 
students applying for entry into the Junior Year. At each 
meeting I have heard letters read which emphasized such 
as the following: 
'I have had Mr. So & So as a student in two classes. 
380 
I do not consider that he has the type or personality ror 
which we~are looking in a teacher of youth.' 
1Miss -----is sullen and uncooperative.' 
1 She talks too much and says to·o little. 1 
Letters have mentioned lethargy, cleanliness, dress, 
bothersome mannerisms--and so on. 
I~ is fine to have knowledge of these possible 
deficiehcies, -- but isn't it perhaps sometimes too late 
to leann of them as the individual concerned is attempting 
to enter his specialized training period ••• his third year? 
I am asking, therefore, that you aid us to help 
these young people by reporting atypical actions when 
they are first noticed. I am .!!QI requesting that you 
keep records of such (they call them anecdotal records). 
I ~ pleading with you to make anecdotal REPORTS. 
Will you please report to me any behavior in the 
classroom and/or anywhere on campus which you consider to 
be atypical. To make it simpler for you I have asked you 
to report to me. This of course do·es not man that the 
Deans are excluded. I will contact them for you if you 
wish and disseminate the information to whomever you wish. 
I have here for your use •Referral Forms• (distribute 
and demonstrate) which you will notice have spaces for the 
following information; 
Name of student. Time, date and place~ . 
J 
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Description of the situation. 
Teacher's interpretation of the incident(s). 
Recommendations by the teacher. 
Name of tea~her reporting. 
Knowing what little I do about human nature--I 
would guess that perhaps some people do not care to use 
report forms such as these. To make it just as easy as 
possible for you--if you 1 d prefer not to write out such 
a report, but do notice atypical behavior which you feel 
should be referred to one of our division, will you phone 
me? I will then discuss the problem With you over the 
wire--or I will come to you. I really will be glad to 
meet with you. 
I sincerely request your cooperation. 
Are there question's1 11 
